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ABSTRACT
This is a study to investigate English Language Teaching (ELT) in Iran as
well as the extent of its compatibility with communicative pedagogy.
It has been accepted that language is more than a simple system of rules.
Language is now generally seen as a dynamic resource for the creation of
meaning. According to the advocates of Communicative Language Teaching
(CLT), it is generally accepted that there is a need to distinguish between learning
that and knowing how. In other words, there must be a distinction between
knowing various grammatical rules and being able to use the rules effectively and
appropriately when communicating.
In 2007, the first Iranian national curriculum for teaching foreign
languages was being developed by a team who was working under the supervision
of the Ministry of Education based on CLT. Considering the extent of
compatibility of the curriculum with CLT was felt to be important in evaluating
the degree of success in achieving the goals of CLT. There were also efforts taken
into consideration in order to consider the ELT in Iran from other perspectives. To
do so, since the current programme and textbooks had been designed prior to
introducing the new curriculum; therefore, it was felt necessary to consider them
as well.
In order to investigate the situation, varieties of research instruments were
applied in order to collect valid and reliable data. These instruments were mainly
composed of a review of literature, a desk based analysis of the curriculum,
administering questionnaires as well as conducting interview sessions. The
questionnaires were mainly distributed among English language teachers and the
interviews were conducted with some authors of the curriculum, textbooks and
English language teachers.
The analysis and interpretation of the collected data suggested that while
the newly designed curriculum document is to a great extent compatible with
communicative pedagogy, the materials being used by teachers, as well as the
current ELT programme, are mainly structurally based and cannot be considered
as communicative.
The thesis goes on to discuss some of the implications of these findings
both for ELT in Iran and for future research.
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CHAPTER 1 INTRODUCTION
1.1 Context and Rationale for Doing this Research
In English Language Teaching (ELT), there has long been a debate about the
appropriateness of many of the methods used by language teachers and scholars
and pervasive changes to teaching practice over the last twenty years have
resulted from an approach generally known as Communicative Language
Teaching (CLT). An important stimulus for changing the way we teach language
came during the 1970s when linguists and language educators began a reappraisal
of language itself. According to Nunan (1998),
“During the 1970s, a much richer conceptualization of language began to
emerge. Language was seen as a system for the expression of meaning, and
linguists began to analyze language as a system for the expression of
meanings, rather than as a system of abstract syntactic rules.” (Nunan 1998,
p.9)
The English language is a compulsory subject in the Iranian curriculum but
because of the lack of attention that has been given to research within this subject,
it could be argued that English has been neglected within Iranian educational
system (Dahmardeh, 2006). Dornyei’s work (2001, p.63) suggested that “most
curricular topics are selected primarily on the basis of what society believes
students need to learn, rather than on the basis of students’ actual need”.
According to Dahmardeh (2006), it is also the case in countries like Iran which
there is an especial emphasis on achievement standards in school; as a result there
is an increased pressure on teachers to prepare their pupils to take language exams
as fast as possible. He (2006) continued by arguing that many teachers respond to
this pressure by narrowing the curriculum and teaching to the test. Given that the
vast majority of language exams and tests in Iran fail to assess real
communicative language content, teaching communicative skills becomes or
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remains a neglected component in many foreign language classrooms. This,
according to Dahmardeh’s findings (2006), is the way that English is taught in
Iran. Consequently, students’ lack of success in communicating in English after
studying it for seven years (three years in middle school and four years in
secondary school) is the result.
Prior to proceeding further, it may be a good idea to continue this chapter by
presenting a summary about educational system of the Islamic Republic of Iran.
Since 1979, when the Islamic Republic has come into power and replaced the
previous monarchical regime of the Pahlavi Dynasty, the educational system of
Iran has changed several times. At the moment, the educational system is divided
into five (5) cycles: preschool, primary, middle (guidance), secondary (high
school) and post secondary (university). The Iranian textbooks1 include those for
students in:
 Primary school for ages 6-11, Grades 1-5;
 Middle School (Guidance School) for ages 11-13, Grades 6-8;
 Secondary School (High School) for ages 14-17, Grades 9-12.
The schools are under the administration of the Ministry of Education. This
ministry employs the highest number of civil servants (42%) among state
ministries, and receives 21% of the national budget. The subjects of the Iranian
textbooks are:
 Language and literature (Persian);
 Arabic, English, and French;
 Quran courses (Study about Holy Quran);
 Islamic education;
1 These textbooks are available to view online via http://chap.sch.ir/
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 Social education;
 History;
 Geography;
 Geology;
 Biology;
 Physics;
 Chemistry;
 Mathematics;
 Sciences;
 Arts;
 Other (such as Readiness for Defence).
The table below is to present distribution of textbooks through school years.
Textbook Title Years taught Numberof books
Persian Language and Literature All 12
Gifts of Heavens (religious
instruction) From 2nd year elementary through high school 11
Learning Quran From 2nd year elementary through high school 9
Social Teachings From 3rd year elementary through high school 8
Experimental Sciences From 3rd year elementary through high school 8
History and Geography From 1st year Guidance through high school 6
English Language (with options for
German and French) From 1st year Guidance through high school 6
Arabic language From 1st year Guidance through high school 6
Readiness for Defence From 3rd year Guidance through high school 4
Islamic views High school 4
Arts High school 3
Physics, Chemistry & Mathematics High school 3 (eachtopic)
Religion and Life From 2nd year of high school through highschool 2 books
History of Literature of Iran and
World Literature Third year of high school
1 book
Psychology Third year of high school 1 book
Table 1: List of Textbooks and their Distribution
Regarding the status of ELT, at present the dominant trend in Iran is toward
more ELT. As a required course from the first grade of middle school, English is
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taught three to four hours per week. There is an extensive and still growing
private sector of education in the country, a distinctive feature of which is
introducing English at primary school and even pre-school levels. In almost all
private schools functioning within the three levels of general education in Iran,
namely primary, middle and secondary schools, English receives striking attention
and probably extra hours of practice.
English is so crucial a factor that the quality of the English programme and the
skill of the teacher or teachers working in each school may determine the families’
choice to send their children to one school or another. Private language schools or
institutes have attracted an increasing number of interested students from young
children to adults. The multiple variations observed in the programmes delivered
signify a great tendency to learn English in Iran, on the one hand, and a notable
endeavour to fulfil the students’ communicative needs, on the other.
Furthermore, there are some distinctive features about Iran and the role of
ELT which make it a unique context in comparison to its neighbours or any other
country in which English is taught. These features could be named as political,
cultural, religious etc. First of all, English is regarded as a foreign language and
with respect to its origin; most people believe that it belongs to America. So, this
is the first stereotype that exists in the country. Also, the political chaos in relation
that has existed between Iran and America as well as the current political situation
where American presidents i.e. George W. Bush has addressed Iran as an enemy
nation may not dispose the Iranian government to have a positive view towards
the English language. As a result there are some people in positions of influence
who genuinely believe that English is the language of the enemy (Dahmardeh,
2006).
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Furthermore, based on a study that was executed by Groiss and Toobian,
Centre for Monitoring the Impact of Peace, which was published in October 2006,
in the Iranian school textbooks the West is depicted as an entity with a multitude
of sins. It occupies whole continents, annihilates or oppresses their indigenous
inhabitants, plunders their wealth, impoverishes and maltreats them. Western
nations exploit the colonised countries for their own economic benefits, promote
opium and slave trade, and try to impose their own cultures and erase the local
ones. According to this research, it is argued within the Iranian textbooks that,
“The West today is responsible for most of the cases of environment abuse
all over the world; it uses its worldwide economic, cultural and political
hegemony for further consolidation of its power at the expense of the Third
World countries; and it has encouraged evil forces such as the racist regime
in South Africa, Israel and the Serbs to perpetrate atrocities against innocent
people as a means of strengthening its own control over parts of the world.
America is further accused of maltreating its Afro-American citizens, while
falsely using the issue of human rights against other governments – Iran, for
example.” (The Attitude to the other and to peace in Iranian school books
and teacher’s guides, 2006, p.306)
This study further argues that hostility towards America is apparent everywhere in
the textbooks. It is backed by a set of provocative titles of which 'the Great Satan'
is exclusively reserved for America, while others, such as 'the Arrogant Ones',
'World Devourers' and 'the Diabolic Powers' are sometimes shared with other
Western powers, or the former Soviet Union.
There is another research sponsored by the US Government, Open Source
Centre-hosted, executed about Iranian textbooks by Science Applications
International Corporation (31 December 2007). According to this study, the
textbooks of the Islamic Republic of Iran have changed since 1979 and there has
been a movement to make them compatible with the Post-Revolution political
system, which is controlled by Islamic clerics. Through textbooks, Iran hopes to
transform school children into devout Muslim citizens with little regard for the
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world beyond Iran. The children of Iran are not learning as much as they could be
about international standards of human rights as envisioned by the Universal
Declaration of Human Rights and the United Nations conventions on civil,
political, social and economic rights.
Furthermore, unlike other countries, Iran does not have that many tourists
despite its potential capacity together with many so-called tourist attractions due
to the policy that was taken by the leaders and policy makers in Iran. Also, there
are lots of barriers in front of those Iranian people who want to travel abroad in
order to visit other countries. Bearing in mind such circumstances, it would be
nearly impossible for the majority of people to experience what the real world is
and this would cause a lot of people to think that the whole world is Iran and the
only ones who care about the Iranian nation are those who are in power.
Moreover, one of the neighbours of Iran that Iranians share a lot in culture
and religion with is Pakistan; however, these two countries are extremely
different and they cannot be even compared. For instance, English is regarded as a
foreign language in Iran and it would be only used either in schools or private
institutes which are for teaching this language; while, with respect to Pakistan, the
English language is regarded as a second language and it is the spoken language
in organisations, media and everywhere outside the house.
Besides, Iranian people are not allowed to watch or have access to satellite
TV since the policy makers as well as clergymen in Iran consider their
programmes inappropriate and against morality. So, this would be another issue
which makes Iran unique in the region or maybe in the world.
Swearing at and making slogans against western countries particularly
America, the country which the majority of people think that the English
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language belongs to, Israel and Great Britain which has been recently added to the
list is something which is quite common in Iran and it is part of people’s daily
lives and one would hear such material every day from the state media, which is
the only available media in Iran. Even in mosques, where people go to pray 3
times a day, one would definitely hear some slogans against these countries.
Observing such a situation has evoked my interest in carrying out some
research that could not only be helpful for the Iranian students but also in any
other similar situation in the world where English is taught as a foreign language.
Based on the previous research that I carried out during my Masters study
regarding the current educational system in Iran and its shortcomings, it was
concluded that some of the problems teachers and pupils encountered could be
traced to the textbooks and further, to the Iranian ELT programme. So, it has been
decided to devote the present research to a study of this programme as well as the
ELT curriculum document.
1.2 Aims and Objectives of this Research
Apart from a personal interest, this research will definitely make a
significant contribution to knowledge and is worth doing for many reasons:
a. It is a pioneering research about the Iranian ELT curriculum, since having
worked on the subject for nearly four years and consulting with Iranian
authorities including the authors of the ELT curriculum, it has been
concluded that an analysis of neither the current programme nor the
curriculum is available and no attempt has been made to make them
communicative (Dahmardeh, 2006).
b. This will not be a study which applies only to the Iranian context. On the
contrary, it would aim to provide insights that might be drawn upon in any
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other situation where ELT is structured around memorising some
grammatical rules as well as vocabularies and in which traditional
language teaching methods (Please refer to Appendix 1) are still widely
used.
1.3 Overview of the Structure of this Research
The current thesis is divided into four major chapters centring on different
procedures of the research. The next section which is devoted to literature review
will be a discussion about principles, characteristics and definitions of a
curriculum document as well as CLT upon which the study is based.
Presenting the research questions as well as a discussion about the materials and
the research methods that were being applied in order to collect the relevant data
will be dealt with within chapter 3.
The bulk of the study is dedicated to a presentation and a discussion of the
findings obtained from the Iranian curriculum, questionnaires and the interview
sessions that were carried out for the purpose of the study. These issues will be
addressed within chapter 4 of the thesis. It is my hope that when scholars read
about the situated findings of these detailed case studies, they may consider
whether they can be reconceptualised in their own situations.
Chapter 5 might be considered as the most important section since the analysis of
the collected data will be presented and discussed. Having introduced the
background information of this research, the literature related to this research is
firstly going to be elaborated in the next chapter.
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CHAPTER 2 LITERATURE REVIEW
2.1 Introduction
In the earlier research that the researcher carried out in 2005-2006 regarding
the current educational system in Iran and its shortcomings, it was concluded that
some of the problems teachers and students encountered could be traced to the
textbooks and further, to the Iranian ELT curriculum. So, it has been decided to
devote the present research to a study about ELT in Iran and particularly the
Iranian ELT curriculum. The reasons why CLT has been chosen for the purpose
of this research and why it is so attractive and successful will be discussed
thoroughly later in this chapter. However, regarding the issue of how the
curriculum development is linked to CLT, the foremost reason which shows that
CLT is linked to the curriculum development can be clarified by the fact that the
Iranian ELT curriculum has been written based on CLT and one of the main aims
of this study would be to assess how compatible the document is with principles
of CLT.
The aim of this chapter is then to review the literature, especially the
research literature, in the fields of curriculum, curriculum development and CLT.
This also includes the theoretical framework that is the foundation of this thesis.
The chapter begins with a summary of research into the curriculum and its
development. It will be followed by a discussion about curriculum change. There
will be then a review of the literature which has informed the development of
CLT and its principles. Following this, a discussion of the criticisms of CLT will
be presented.
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2.2 Curriculum and Curriculum Development
2.2.1 Theory and Practice
One of the key terms underpinning this project is the term ‘curriculum’. The
idea of curriculum is hardly new but the way we understand and theorise it has
altered over the years and there remains considerable dispute as to its meaning. It
has its origins on the running tracks of Greece. It was, literally, a course. In Latin
curriculum was a racing chariot; currere was to run (Smith, 2000). According to
Dubin and Olshtain (1986),
“A curriculum contains a broad description of general goals by indicating an
overall educational-cultural philosophy which applies across subjects
together with a theoretical orientation to the subject matter at hand”. Dubin
and Olshtain (1986, p.34)
They (1986, p.35) further emphasised that, “a curriculum is often reflective of
national and political trends”. In education, a curriculum can be defined as the set
of courses and their contents offered by an institution such as a school or
university. In some cases, a curriculum may be partially or entirely determined by
an external body; such as the national curriculum which is a legal requirement in
schools in England and Wales. In America, the basic curriculum is established by
each state with the individual school districts adjusting it as they desire. Likewise
in Iran, the national curriculum is designed by a group of people and is then
supposed to be applied to all schools across the country.
A useful starting point for us here might be the definition offered by John
Kerr and quoted by Kelly (1983) in his work on the subject. Kelly defined
curriculum as, “All the learning which is planned and guided by the school,
whether it is carried on in groups or individually, inside or outside the school”
(Kelly, 1983, p.10). We need to highlight two key features here: that learning is
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planned and guided and that the definition refers to schooling. Smith (2000)
clarified that,
 “Learning is planned and guided. We have to specify in advance what
we are seeking to achieve and how we are to go about it.
 The definition refers to schooling. We should recognise that our current
appreciation of curriculum theory and practice emerged in the school
and in relation to other schooling ideas such as subject and lesson.”
He (2000) further proposed four ways of approaching curriculum theory and
practice:
1. Curriculum as a body of knowledge to be transmitted.
2. Curriculum as an attempt to achieve certain ends in students - product.
3. Curriculum as process.
4. Curriculum as praxis.
Accordingly, it might be helpful to consider these ways of approaching
curriculum theory and practice in the light of Aristotle’s influential categorisation
of knowledge into three disciplines: the theoretical, the productive and the
practical.
2.2.1.1 Curriculum as a syllabus to be transmitted
Many people still equate a curriculum with a syllabus. Syllabus basically
means a concise statement or table of the heads of a discourse, the contents of a
treatise, the subjects of a series of lectures (Smith, 2000). In the form that many of
us will be familiar with it is connected with courses leading to examinations -
teachers talk of the syllabus associated with, i.e. the Cambridge Board French
GCSE exam.
Smith (2000) argued that “a syllabus will not generally indicate the relative
importance of its topics or the order in which they are to be studied”. Furthermore,
in some cases as Curzon (1985) pointed out, those who compile a syllabus tend to
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follow the traditional textbook approach of an 'order of contents', or a pattern
prescribed by a 'logical' approach to the subject, or - consciously or unconsciously
- the shape of a university course in which they may have participated. Thus,
according to Smith (2000), an approach to curriculum theory and practice which
focuses on syllabus is only really concerned with content. He (2000) further
commented that “curriculum is a body of knowledge-content and/or subjects”.
Education in this sense is the process by which these are transmitted or 'delivered'
to students by the most effective methods that can be devised (Blenkin et al. 1992:
23).
According to Smith (2000), where people still equate the curriculum with a
syllabus, they are likely to limit their planning to a consideration of the content or
the body of knowledge that they wish to transmit. “It is also because this view of
curriculum has been adopted that many teachers in primary schools”, Kelly (1983,
p.7) claimed, “have regarded issues of curriculum as of no concern to them, since
they have not regarded their task as being to transmit bodies of knowledge in this
manner”.
2.2.1.2 Curriculum as product
Presumably, the dominant modes of describing and managing education are
today couched in the productive form. According to Smith (2000) education is
most often seen as a technical exercise. Objectives are set, a plan drawn up, then
applied, and the outcomes (products) measured. According to him (2000) it is a
way of thinking about education that has grown in influence in Great Britain since
the late 1970s with the rise of vocationalism and the concern with competencies.
Thus, in the late 1980s and the 1990s many of the debates about the National
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Curriculum for schools did not so much concern how the curriculum was thought
about as to what its objectives and content might be (Smith, 2000).
It is the work of two American writers Franklin Bobbitt (1918, 1928) and Ralph
W. Tyler (1949) that dominated theory and practice within this tradition.
According to Bobbitt (1918),
“The central theory [of curriculum] is simple. Human life, however varied,
consists in the performance of specific activities. Education that prepares for
life is one that prepares definitely and adequately for these specific activities.
However numerous and diverse they may be for any social class they can be
discovered. This requires only that one go out into the world of affairs and
discover the particulars of which their affairs consist. These will show the
abilities, attitudes, habits, appreciations and forms of knowledge that men
need. These will be the objectives of the curriculum. They will be numerous,
definite and particularized. The curriculum will then be that series of
experiences which children and youth must have by way of obtaining those
objectives.” (1918, p.42)
One of the attractions of this approach to curriculum theory was that it involved
detailed attention to what people needed to know in order to work, live their lives
and so on. However, one of the criticisms that was made of such approaches,
according to Smith (2000), is that there was no social vision or programme to
guide the process of curriculum construction. However, it was not criticisms such
as this which initially limited the impact of such curriculum theory in the late
1920s and 1930s.
The Progressive movement lost much of its reputation in the late 1940s in
America and afterwards the work of Ralph W. Tyler, in particular, has made a
lasting impression on curriculum theory and practice. He basically shared
Bobbitt's emphasis on rationality and relative simplicity. His theory was based on
four fundamental questions:
“1. What educational purposes should the school seek to attain?
2. What educational experiences can be provided that are likely to attain
these purposes?
3. How can these educational experiences be effectively organized?
4. How can we determine whether these purposes are being attained?” (Tyler
1949, p.1)
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Like Bobbitt, Tyler (1949) also placed an emphasis on the formulation of
behavioural objectives.
“Since the real purpose of education is not to have the instructor perform
certain activities but to bring about significant changes in the students'
pattern of behaviour, it becomes important to recognize that any statements
of objectives of the school should be a statement of changes to take place in
the students.” (Tyler 1949, p.44)
Still there are a number of issues with this approach to curriculum theory and
practice. Accordingly, the first is that the plan or programme assumes great
importance. We might look at a definition of curriculum as: “A programme of
activities (by teachers and pupils) designed so that pupils will attain so far as
possible certain educational and other schooling ends or objectives” (Grundy
1987, p.11). According to Smith (2000) the problem here is that,
“Such programmes inevitably exist prior to and outside the learning
experiences. This takes much away from learners. They can end up with
little or no voice. They are told what they must learn and how they will do it.
The success or failure of both the programme and the individual learners is
judged on the basis of whether pre-specified changes occur in the behaviour
and person of the learner (the meeting of behavioural objectives). If the plan
is tightly adhered to, there can only be limited opportunity for educators to
make use of the interactions that occur.”
2.2.1.3 Curriculum as process
Another way of looking at curriculum theory and practice is via process. In
this sense curriculum is not a physical thing, but rather the interaction of teachers,
students and knowledge. Smith (2000) further described curriculum as an active
process and in fact linked it with the practical form of reasoning set out by
Aristotle.
“Curriculum as process: Teachers enter particular schooling and situations
with an ability to think critically, - in action. An understanding of their role
and the expectations others have of them, and a proposal for action which
sets out essential principles and features of the educational encounter.
Guided by these, they encourage conversations between, and with, people in
the situation out of which may come thinking and action. They continually
evaluate the process and what they can see of outcomes.” Quoted from
Smith (2000)
Chapter 2 Literature Review Page | 23
This form of words echoes those of Stenhouse (1975) who produced one of the
best-known explorations of a process model of curriculum theory and practice. He
defined curriculum tentatively: “A curriculum is an attempt to communicate the
essential principles and features of an educational proposal in such a form that it
is open to critical scrutiny and capable of effective translation into practice”.
Stenhouse (1975) further suggested that a curriculum is rather like a recipe in
cookery. According to him,
“It can be criticized on nutritional or gastronomic grounds - does it nourish
the students and does it taste good? - and it can be criticized on the grounds
of practicality - we can't get hold of six dozen larks' tongues and the grocer
can't find any ground unicorn horn! A curriculum, like the recipe for a dish,
is first imagined as a possibility, then the subject of experiment. The recipe
offered publicly is in a sense a report on the experiment. Similarly, a
curriculum should be grounded in practice. It is an attempt to describe the
work observed in classrooms that it is adequately communicated to teachers
and others. Finally, within limits, a recipe can varied according to taste. So
can a curriculum.” (Stenhouse, 1975, p.4-5)
Stenhouse (1975) shifted the ground a little here. He was not saying that
curriculum is the process, but rather the means by which the experience of
attempting to put an educational proposal into practice is made available.
Smith (2000) further argued that a curriculum, in this sense, is a particular
form of specification about the practice of teaching. It is not a package of
materials or a syllabus of ground to be covered. On the other hand, according to
Stenhouse (1975, p.142) “it is a way of translating any educational idea into a
hypothesis testable in practice. It invites critical testing rather than acceptance”.
Secondly, given the uniqueness of each classroom setting, it means that any
proposal, even at school level, needs to be tested, and verified by each teacher in
his/her classroom (Stenhouse, 1975). It is unlike a curriculum package which is
designed to be delivered almost anywhere.
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Thirdly, outcomes are no longer the central and defining feature. Smith (2000)
argued that, “rather than tightly specifying behavioural objectives and methods in
advance, what happens in this model of curriculum theory and practice is that
content and means develop as teachers and students work together”.
Fourthly, he (2000) further discussed that the students in this model are not
objects to be acted upon. They have a clear voice in the way that the sessions
evolve. Accordingly, “the focus is on interactions. This can mean that attention
shifts from teaching to learning. The product model, by having a pre-specified
plan or programme, tends to direct attention to teaching” (Smith, 2000).
However, when we come to think about this way of approaching curriculum
in practice, a number of possible problems do arise. This approach to the theory
of curriculum, “because it places meaning-making and thinking at its core and
treats learners as subjects rather than objects”, Smith (2000) argued, “can lead to
very different means being employed in classrooms and a high degree of variety
in content”. As Stenhouse (1975) commented, the process model is essentially a
critical model, not a marking model.
“It can never be directed towards an examination as an objective without
loss of quality, since the standards of the examination then override the
standards immanent in the subject. This does not mean that students taught
on the process model cannot be examined, but it does mean that the
examinations must be taken in their stride as they pursue other aspirations.
And if the examination is a by-product there is an implication that the quality
the student shows in it must be an under-estimate of his real quality. It is
hence rather difficult to get the weak student through an examination using a
process model. Crammers cannot use it, since it depends upon a commitment
to educational aims.” (Stenhouse, 1975, p.95)
The second disadvantage was explained by Smith (2000) as the fact that it may
not pay enough attention to the context in which learning takes place.
Finally, there is the problem of teachers. The major weakness and strength of the
process model is that it rests upon the quality of teachers. So, according to Smith,
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“if they [teachers] are not up to much then there is no safety net in the form of
prescribed curriculum materials. The approach is dependent upon the cultivation
of wisdom and meaning-making in the classroom. If the teacher is not up to this,
then there will be severe limitations on what can happen educationally” (Smith,
2000).
2.2.1.4 Curriculum as praxis
Curriculum as praxis is a development of the process model. In this
approach the curriculum itself develops through the dynamic interaction of action
and reflection. “That is, the curriculum is not simply a set of plans to be
implemented, but rather is constituted through an active process in which
planning, acting and evaluating are all reciprocally related and integrated into the
process” (Grundy, 1987, p.115).
One criticism that has been made of the praxis model as well as other
approaches is that they do not place a strong enough emphasis upon context.
Cornbleth (1990) regarded curriculum as a particular type of process. Curriculum
for her is what actually happens in classrooms, that is, “an ongoing social process
comprised of the interactions of students, teachers, knowledge and milieu” (1990,
p.5). Cornbleth (1990) further contended that curriculum as practice cannot be
understood adequately or changed substantially without attention to its setting or
context. Curriculum is contextually shaped.
In practice today, too often is heard the claim to be using a communicative
syllabus or curriculum approach, without any real agreement of what the term
communicative means in this context and without any clarification of the
principles and processes of curriculum design (Finney, 2002). In the opinion of
Dubin and Olshtain (1986, p.68), three areas are central to the concept of a
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communicative curriculum: “a view of the nature of language as seen by the field
of … sociolinguistics; a cognitively based view of language learning; and a
humanistic approach in education”. Having said that, Finney (2002, p.74)
concluded that,
“Through all the publications (Richards, 1984; Dubin and Olshtain, 1986;
Nunan, 1988; Yalden, 1987; Johnson, 1989) runs an awareness of what
previous models have contributed to current approaches; concepts which
remains central include needs analysis, an emphasis on process as well as
product, a focus on the learner and learning, evaluation at every stage, and,
most important, the need for interaction between and integration of the
different aspects of the design and implementation process.”
Having explored different approaches to curriculum theory and practice, I would
like to continue this section by presenting a summary regarding curriculum
development.
2.2.2 Curriculum Development
According to Richards (2001) the history of curriculum development in
language teaching starts with the notion of syllabus design. Syllabus design is one
aspect of curriculum development but as discussed earlier in this chapter is not
identical to it. A syllabus is a specification of the content of a course of
instruction and lists what will be taught and tested (Richards, 2001). Curriculum
development is a more comprehensive process than syllabus design. It includes
the processes that are used to determine the needs of a group of learners, to
develop aims or objectives for a programme to address those needs, to determine
an appropriate syllabus, course structure, teaching methods, and materials, and to
carry out an evaluation of the language programme that results from these
processes. Richards (2001, p.2) argued that “curriculum development in language
teaching as we know it today really began in the 1960s, though issues of syllabus
design emerged as a major factor in language teaching much earlier”. He (2001)
further defined the curriculum development as,
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“… the range of planning and implementation processes involved in
developing or renewing a curriculum. These processes focus on needs
analysis, situational analysis, planning learning outcomes, course
organization, selecting and preparing teaching materials, providing for
effective teaching, and evaluation.” (Richards, 2001, p.41)
One of the most important statements on the nature and process of curriculum
development was made by Tyler in 1949 in a book that brought about a revival in
curriculum studies throughout the 1950s (Please refer to 2.2.1.2). However, as
discussed earlier this model also has its own objections. Later, Nicholls and
Nicholls (1972) described curriculum development as involving four stages.
“a. The careful examination, drawing on all available sources of knowledge
and informed judgement, of the objectives of teaching, whether in particular
subject courses or over the curriculum as a whole.
b. The development and trial use in schools of those methods and materials
which are judged most likely to achieve the objectives which teachers agreed
upon.
c. The assessment of the extent to which the development work has in fact
achieved its objectives. This part of the process may be expected to provoke
new thought about the objectives themselves.
d. The final element is therefore feedback of all the experience gained, to
provide a starting point for further study.” Nicholls and Nicholls (1972, p.4)
This view of curriculum development processes has been widely adopted in
language teaching from the 1980s. According to Richards (2001, p.40), “it
[curriculum development] has been described as an ends means model because it
starts with a determination of the kinds of language skills the learner needs in
order to accomplish specific roles and tasks and then sets out to teach the
language needed to get there”. However, since the 1980s the view that curriculum
development processes are central elements in language programme design has
become more widely accepted in language teaching. In many countries, language
curriculum development units have been established in ministries of education
since the 1980s with a mandate to review and develop national language teaching
curriculum based on a curriculum development perspective (Richards, 2001). For
example, Ho (1994) commented on such an initiative in Singapore and noted that
Chapter 2 Literature Review Page | 28
curriculum development included “needs analysis, goal setting, syllabus design,
materials design, language programme design, teacher preparation,
implementation of programmes in schools, monitoring, feedback and evaluation”
(Quoted in Richards, 2001, p.41).
From what was said above, the curriculum development process is in fact
composed of different stages. Richards (2001) proposed needs analysis, situation
analysis, planning goals and learning outcomes, course planning and syllabus
design as the essential resources within the process of developing a curriculum.
According to Stufflebeam et al. (1985), one of the basic assumptions of
curriculum development is that a sound educational programme should be based
on an analysis of students' needs. Procedures used to collect information about
students' needs are known as needs analysis. Needs analysis as a distinct and
necessary phase in planning educational programmes emerged in the 1960s as
part of the systems approach to curriculum development and was part of the
prevalent philosophy of educational accountability. Richards (2001, p.53) further
complemented the above definition by stating that “needs analysis thus includes
perceived and present needs as well as potential and unrecognized needs”. We
also need to bear in mind that needs analysis can have a political dimension too. It
can be used to support a particular agenda, for example, by giving priority to one
group to the exclusion of others within a population or in order to justify a
decision that has already been made on economic or other grounds (Richards,
2001). According to Richards, (2001, p.90) “the goal of needs analysis is to
collect information that can be used to develop a profile of the language needs of
a group of learners in order to be able to make decisions about the goals and
content of a language course”. However, other factors apart from student needs
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are relevant to the design and implementation of successful language
programmes. Language programmes are carried out in particular contexts or
situations. Clark (1987, p.xii) commented,
“A language curriculum is a function of the interrelationships that hold
between subject-specific concerns and other broader factors embracing
socio-political and philosophical matters, educational value systems, theory
and practice in curriculum design, teacher experiential wisdom and learner
motivation. In order to understand the foreign language curriculum in any
particular context it is therefore necessary to attempt to understand how all
the various influences interrelate to give a particular shape to the planning
and execution of the teaching / learning process.”
Having presented a summary about needs analysis, I would like to continue
this section by explaining the second proposed element within the process of
curriculum development, situation analysis. Pratt (1980, p.117) observed:
“The designer should estimate both the direct and indirect effects a proposed
curriculum will have on the students, on other programs, and on other people
in and outside the institution. These effects must be taken into account in the
design and made clear to decision-makers when the curriculum proposal is
submitted.”
This is the focus of situation analysis. According to Richards (2001, p.90),
“situation analysis is an analysis of factors in the context of a planned or present
curriculum project that is made in order to assess their potential impact on the
project”. These factors may be political, social, economic, or institutional.
Situation analysis complements the information gathered during needs analysis.
Richards (2001, p.91) further specified that, “it is sometimes considered as a
dimension of needs analysis, and can also be regarded as an aspect of evaluation”.
Accordingly, there are a number of factors that can have an impact on the success
of a curriculum project within the situation analysis, societal factors, project
factors, institutional factors, teacher factors, learner factors. Furthermore,
procedures used in situation analysis are similar to those involved in needs
analysis, namely,
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“(a) consultation with representatives of as many relevant groups as possible,
such as parents, students, teachers, administrators, and government officials;
(b) study and analysis of relevant documents, such as course appraisal
documents, government reports, ministry of education guidelines, and policy
papers, teaching materials, curriculum documents; (e) observation of
teachers and students in relevant learning settings; (d) surveys of opinions of
relevant parties; (e) review of available literature related to the issue.”
(Richards, 2001, p.92-93)
Another dimension of decision making in curriculum planning is
determining goals and outcomes of a programme. Several key assumptions about
goals characterise the curriculum approach to educational planning. Richards
(2001, p.112) summarised them as:
 “People are generally motivated to pursue specific goals.
 The use of goals in teaching improves the effectiveness of teaching and
learning.
 A program will be effective to the extent that its goals are sound and
clearly described.”
Course planning and syllabus design were included among other processes
of decision making in curriculum planning. A number of different levels of
planning and development are involved in developing a course or set of
instructional materials based on the aims and objectives that have been
established for a language programme. Richards (2001) examined the dimensions
below of course development:
 Developing a course rationale
 Describing entry and exit levels
 Choosing course content
 Sequencing course content
 Planning the course content (syllabus and instructional blocks)
 Preparing the scope and sequence plan
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2.2.3 Curriculum Change
Having covered some ground in this section on curriculum development, the
purpose of this section is to present a discussion on curriculum change. Put
simply, at this point I am going to discuss a variety of issues that may arise when
a new programme, curriculum or educational reform is going to be either
introduced or is already happening.
The leading expert in educational change and reform, Fullan (2001, p.11),
argued that “We have learned over the past decade that the process of educational
reform is much more complex than had been anticipated. Even apparent successes
have fundamental flaws”. Similarly, Ewell (1997) suggested that most curriculum
changes are implemented piecemeal and, in fact, “without a deep understanding
about what collegiate learning really means and the specific circumstances and
strategies that are likely to promote it.” Ideally, according to Lachiver & Tardif
(2002), curriculum change is managed in a logical five-step process:
1. an analysis of the current offerings and context;
2. the expression of key program aims in a mission statement;
3. a prioritization of resources and development strategies;
4. the implementation of the targeted curricula change; and
5. the establishment of monitoring tools and processes.
But what is change? “We vastly underestimate both what change is and the factors
and processes that account for it” (Fullan, 2001, p.18). Fullan (2001) further
presented a four part clarification process with respect to the meaning of
educational change:
 The general problem of the meaning of change
“Real change, whether desired or not, represents a serious personal and
collective experience characterised by ambivalence and uncertainty; and if
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the change works out it can result in a sense of mastery, accomplishment,
and professional growth. The anxieties of uncertainty and the joys of
mastery are central to the subjective meaning of educational change, and to
success or failure thereof—facts that have not been recognised or
appreciated in most attempts at reform.” (Fullan, 2001, p.20)
 The subjective meaning of educational change
“First, change will always fail until we find some way of developing
infrastructures and processes that engage teachers in developing new
understandings. Second, it turns out that we are talking not about surface
meaning, but rather deep meaning about new approaches to teaching and
learning. Meaning will not be easy to come by given this goal and existing
cultures and conditions.” (Fullan, 2001, p.24)
 The objective reality of educational change
“The purpose of acknowledging the objective reality of change lies in the
recognition that there are new policies and programs “out there” and that
they may be more or less specific in terms of what they imply for changes
in materials, teaching practices, and beliefs. The real crunch comes in the
relationships between these new programs or policies and the thousands of
subjective realities embedded in people’s individual and organizational
contexts and their personal histories. How these subjective realities are
addressed or ignored is crucial for whether potential changes become
meaningful at the level of individual use and effectiveness. It is perhaps
worth repeating that changes in actual practice along the three
dimensions—in materials, teaching approaches, and beliefs, in what people
do and think—are essential if the intended outcome is to be achieved.”
(Fullan, 2001, p.29)
 Shared meaning and programme coherence
“… finding moral and intellectual meaning is not just to make teachers feel
better. It is fundamentally related to whether teachers are likely to find the
considerable energy required to transform the status quo. Meaning fuels
motivation; know-how feeds on itself to produce ongoing problem-solving.
Their opposites—confusion, overload, and low sense of efficacy—deplete
energy at the very time that it is sorely needed.” (Fullan, 2001, p.31)
So far I have dwelt on the problem of meaning in relation to the content of
innovations. It has been suggested that individuals and groups working together
must become clear about new educational practices that they wish themselves to
implement or someone else would like them to implement. While there is a
difference between voluntary and imposed change, Marris (1975) made a point
that a real change involves loss, anxiety, and struggle. Failure to recognise this
phenomenon as natural and also inevitable has shown that we tend to ignore
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important aspects of change and misinterpret others. Fullan (2001, p.19) further
clarified that,
“Change may come about either because it is imposed on us (by natural
events or deliberate reform) or because we voluntarily participate in or even
initiate change when we find dissatisfaction, inconsistency, or intolerability
in our current situation. In either case, the meaning of change will rarely be
clear at the outset, and ambivalence will pervade the transition.”
Furthermore, educational changes can be viewed both locally and regionally
or at national level. The former level is mostly concerned with teacher, principal,
student, district administrator, consultant, parent and community. Similarly, the
national level is composed of governments, professional preparation of teachers,
and professional development of educators and the future of educational change
(Fullan, 2001). Thus, it can be concluded that the above criteria are those that are
involved in any educational change or reform to be implemented and they have to
be taken into consideration prior to making any decisions. While some people
strongly support the curriculum change, there are always people who are against
such a change and we have to bear it in mind that the ultimate goal of change is
that people see themselves as shareholders with a stake in the success of the
system as a whole, “with the pursuit of meaning as the elusive key” (Fullan, 2001,
p.193). The curriculum developers can support the change in different ways. For
instance, it can be done by presenting a thorough explanation to the teachers and
those who are going to use the document about the advantages of the new
programme as well as how new changes can benefit all those who are involved
either in short or long run.
2.3 Communicative Language Teaching
Another key term that is going to be defined is the term Communicative
Language Teaching. This has emerged as a prevailing theoretical framework for
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ELT as attested by its widespread use in titles of books, conference papers and
lectures. But as with the tale about the five blind men who touched separate parts
of an elephant and each one described something different; the word
‘communicative’ has been applied so broadly that it has come to have different
meanings for different people. Richards and Rodgers (2001, p.158) clarified that,
“Common to all versions of Communicative Language Teaching is a theory
of language teaching that starts from a communicative model of language
and language use, and that seeks to translate this into a design for an
instructional system, for materials, for teacher and learner roles and
behaviours, and for classroom activities and techniques.”
Despite the theoretical development of CLT, understanding among practitioners
remains limited (Sato and Kleinsasser, 1999). Moreover, according to Sato (2002)
a growing number of studies indicate that classrooms in which CLT is used
effectively are rare.
CLT has developed from the writings of British applied linguists as well as
American educators in the 1980s or even the 1970s according to some
commentators. Savignon (2002) believed that the understanding of CLT could be
traced to concurrent developments in Europe and North America. In Europe, the
language needs of a rapidly increasing group of immigrants and guest workers,
and a rich British linguistics tradition that included social as well as linguistic
context in the description of language behaviour, led the council of Europe to
develop a syllabus for students based on notional-functional concepts of language
use. According to Savignon (2002, p.2), “the term communicative attached itself
to programs that used a notional-functional syllabus based on needs assessment”.
But in truth the trend which has come to be known as CLT originated in the mid-
1960s as a result of two related concerns. According to Tudor (1996), one of these
concerns was discontent with the essentially code-based view of language
teaching found in the approaches most widely practised at that time (Audio-
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Lingual and Grammar-Translation Method); the other was the desire to develop
course design structures which were more flexible and more responsive to
students’ real word communicative needs.
2.3.1 Communicative Competence
According to Savignon (2002), CLT refers to both processes and goals in
classroom learning. Communicative competence plays a vital role within CLT.
Competence is defined in terms of the expression, interpretation, and negotiation
of meaning and looks at both psycholinguistic and sociocultural perspectives in
SLA research to account for its development (Savignon, 1997). The term
communicative competence was introduced into the field by Hymes in 1971,
implied earlier by Wales and Marshall (1966) and Jakobovits (1970). This was
presented as a reaction to Chomsky’s characterisation of the linguistic competence
of the ideal native speaker (Hymes, 1971). Hymes’ theory of communicative
competence was intended to represent the use of language in social contexts, and
the observance of sociolinguistic norms of appropriateness. Carrasquillo (1994)
further elaborated that the focus of communicative competence has been the
elaboration and implementation of programmes and methodologies that promote
the development of functional language through pupils’ participation in
communicative events in which second language learners communicate with
speakers of the target language.
According to Ellis (1994), communicative competence consists of the
knowledge that users of a language have internalised to enable them to understand
and produce messages in the language. It could be argued that communicative
competence includes the ability to use linguistic forms to perform communicative
acts and to understand communicative functions. To sum up, communicative
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competence includes knowing not only the form of language, but also what to say
to whom and how to say it appropriately in any given situation. It deals with both
social and cultural knowledge that speakers are presumed to have which enables
them to use and interpret linguistic forms as well as meanings.
Furthermore, adapted from the familiar inverted pyramid classroom model
(Figure 1) proposed by Savignon (1983), it shows how, “through practice and
experience in an increasingly wide range of communicative contexts and events,
pupils gradually expand their communicative competence, consisting of
grammatical competence, discourse competence, sociocultural competence and
strategic competence” (Savignon, 2001 in Celce-Murcia, 2001, p.17).
She (2001) further clarified that, “although the relative importance of the various
components depends on the overall level of communicative competence, each one
is essential”. Moreover, it needs to be borne in mind that the components are
Figure 1: Components of communicative competence
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interrelated and they cannot be developed or measured separately (Savignon,
2001).
Below is a summary of what each component means:
 Discourse competence refers to the student’s ability to use the new
language in spoken and written discourse, how well a person can combine
grammatical forms and meanings to find different ways to speak or write.
Discourse competence is concerned not with isolated words or phrases but
with the interconnectedness of a series of utterances, written words, and/or
phrases to form a text, a meaningful whole.
 Grammatical competence refers to the ability to use the language correctly,
how well a person has learned features and rules of the language. This
includes vocabulary, pronunciation, and sentence formation. How well
does the student understand the grammar of English?
 Sociocultural competence refers to the pupil’s ability to use language
correctly in specific social situations – for example, using proper language
forms at a job interview. Sociocultural competence is based upon such
factors as the status of those speaking to each other, the purpose of the
interaction, and the expectations of the players. How socially acceptable is
the person’s use of English in different settings? This competency is about
appropriateness in using language.
 Strategic competence refers to strategies for effective communication
when the student’s vocabulary proves inadequate for the job, and his or
her command of useful learning strategies. Strategic competence is how
well the person uses both verbal forms and non-verbal communication to
compensate for lack of knowledge in the other three components. Can the
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pupil finds ways to compensate for areas of weakness? If so, the pupil has
communicative efficacy.
In terms of empirical evidence regarding communicative competence, a
research carried out by Savignon (1972) and Canale and Swain (1980) can be
referred to (Cited by Savignon, 2001 in Celce-Murcia, 2001).
“Test results at the end of the instructional period showed conclusively that
learners who had practised communication in lieu of laboratory pattern drills
performed with no less accuracy on discrete-point tests of grammatical
structure. On the other hand, their communicative competence as measured
in terms of fluency, comprehensibility, effort, and amount of communication
in unrehearsed oral communicative tasks significantly surpassed that of
learners who had had no such practice.” (Savignon, 2001 in Celce-Murcia,
p.16)
2.3.2 Information Gap
Conveying information is considered to be one of the important aspects of
CLT and in situations where people give each other information they already
know, this essential element could be claimed to be missing. The Information Gap
might be argued to be the central understanding in CLT. Accordingly, Harmer
(2001, p.85) described it as “a key to the enhancement of communicative purpose
and the desire to communicate”. According to Richards and Nunan (1990), the
information gap is based on a belief that an activity involves the students in using
language for a real communicative purpose rather than just practising language for
its own sake. In order for this to occur a gap is required that the students seek to
bridge when they are communicating. In simple terms, language learners regularly
work in groups to transfer meaning in situations in which one person has
information that the other(s) lack, this lack of information is referred to as the gap.
Accordingly, activities that are performed by pupils within these groups should
create a desire to communicate in pupils and purposeful communication between
them should be encouraged.
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But why is the information gap so important? According to Johnson (2001),
one reason is motivational. He (2001) argued that it must be rather monotonous
for students constantly to be telling each other things that they already know. But
more important is that without the information gap present, important
communicative processes may not get practised. However, it must be clarified that
this does not mean that there is no place at all within CLT to practise language
forms. It is this issue that is going to be dealt with in the coming section.
Empirical evidence can be found in the work of Edge (1984) who described
a type of the information gap procedure that involved students in looking for and
exchanging information in order to complete a set task. At the same time, the
procedure was to allow one to predict what language the students would need
most when they come to put together the information that they have collected. The
procedure was also to give the teacher a natural stage upon which to do explicit
teaching of specific structures or functions, as the students needed to structure
what they would want to mean. According to Edge (1984), this procedure and the
materials in which it was included were first put together in Singapore. He further
commented that,
“Since then, in Singapore, Lebanon, and Turkey, students have been
motivated by such materials, have communicated with each other, have
taken pleasure in an accurate product. So I continue to hope that this kind of
work will elicit enough personal investment and real communication to
involve the students in some unconscious acquisition, while hoping also that
there is transfer of what they learn to what they produce. Classroom
experience so far has been very positive.” (Edge, 1984, p.261)
Furthermore, Newton’s study (1991) provided a means of comparing the effects
of required information exchange, the information gap, tasks and optional
information exchange tasks on conversational modifications (Ellis, 2003). Ellis
(2003, p.87) reported,
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“Newton found almost double the quantity of negotiation in tasks where the
information provided was split [information gap] among the learners when
compared to tasks where the information was shared.”
2.3.3 Message and Form
It has been accepted that language is more than simply a system of rules;
however, it does not mean that principles of CLT put linguistic competence and
language rules aside. The large amount of attention that was given to focus on
meaning has led in some cases to the impression that advocates of CLT favour
meaning and message and do disregard form. Principles of CLT emphasise using
language both meaningfully and appropriately and that is why advocates of CLT
put their stress on consideration of meaning and use as well as language form.
While involvement in communicative event is seen as central to language
development, this involvement necessarily requires attention to form and that is
why Savignon (2001) argued that grammar is important and “learners seem to
focus best on grammar when it relates to their communicative needs and
experiences”. In their carefully researched and widely cited paper posing
components of communicative competence, Canale and Swain (1980) did not
suggest that grammar was unimportant. They looked rather to accommodate
grammatical competence within a more broadly defined communicative
competence. Similarly,
“The findings of the Savignon (1971) study did not suggest that teachers
forsake grammar instruction. Rather, the replacement of structure drills in a
language laboratory with self-expression focused on meaning was found to
be a more effective way to develop communicative ability with no less of
morphosyntactical accuracy. Learners’ performance on tests of discrete
morphosyntactical features was not a good predictor of their performance on
a series of integrative communicative tasks.” (Savignon, 2002, p.7)
Furthermore, according to Littlewood’s (1981) description of CLT,
 “The learner must attain as high a degree as possible of linguistic
competence. That is, he/she must develop skill in manipulating the
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linguistic system, to the point where he/she can use it spontaneously and
flexibly in order to express his intended message.
 The learner must distinguish between the forms he/she has mastered as
part of his linguistic competence, and the communicative functions
which they perform. In other words, items mastered as part of a
linguistic system must also be understood as part of a communicative
system.
 The learner must develop skills and strategies for using language to
communicate meanings as effectively as possible in concrete situations.
He/She must learn to use feedback to judge his/her success, and if
necessary, remedy failure by using different language.
 The learner must become aware of the social meaning of language
forms. For many learners, this may not entail the ability to vary their
own speech to suit different social circumstances, but rather the ability to
use generally acceptable forms and avoid potentially offensive ones.”
Littlewood (1981, p.6)
Having said that, Savignon (2001, p.25) clarified that, “for the development of
communicative ability, research findings overwhelmingly support the integration
of form-focused exercises with meaning-focused experience”.
Thus, from what has been said, it could be concluded that principles of CLT
do not exclude a focus on the knowledge of rules of syntax or discourse. On the
contrary and according to Savignon (2002), focus on form can be a familiar and
welcome component in a learning environment that provides rich opportunity for
focus on meaning; but focus on form cannot replace practice in communication.
2.3.4 Student Centredness and the Role of the Teacher
Another issue that has resulted from CLT has been the development of
student-centredness in language teaching. In a student-centred approach, students
are supposed to take an active role in the learning process. This means that they
will have opportunities to express what they mean in any form that they prefer and
then they will have some degree of control over what goes on in the class and how
it occurs. They will also be given opportunities to share responsibility for a variety
of issues like learning process, content and outcomes.
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According to Nunan (1991), the student-centred approach is based on a
belief that students bring to the learning situation different beliefs and attitudes
about the nature of language and language learning and that these beliefs and
attitudes need to be taken into consideration in the selection of content and
learning experiences.
Student-centredness has attracted the attention of advocates of CLT since it
makes students feel confident; it gives them opportunities to make some
decisions; it puts them in charge and gives them responsibility for learning; thus
this would activate students’ own learning styles. According to Allwright (1979),
“… if the ‘language teacher’s’ management activities are directed
exclusively at involving the learners in solving communication problems in
the target language, then language learning will take care of itself…”
Allwright (1979, p.170)
Furthermore, teachers could play an important role in CLT. Unlike
traditional methods and approaches, in CLT teachers do not act as those who fill
the class with their speech from beginning to the end but they act as a facilitator.
So, the teacher facilitates the learners’ participation in communicative exchanges.
According to Breen and Candlin (1980), the teacher has three main roles in the
communicative classroom. The first is to act as a facilitator of the communicative
process, the second is to act as a participant, and the third is to act as an observer
and pupil. Having said that, it could be argued that along with the discussed roles,
a fourth role could even exist. For instance, in contexts where students do not have
access to an appropriate and good model for language forms, the teacher could
then model appropriate language forms as well.
A criticism that is sometimes made of the student-centredness is that students
are not in the best position to know what they want or need. Nunan (1998)
responded to such a criticism by arguing that, “they [students] may not be able to
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formulate and articulate their needs in any precise fashion, but the notion that they
do not have ideas on the subject is belied by a substantial amount of research”
(Nunan, 1998, p.13). He (1998) further defended his argument by referring to a
comparative study carried out earlier into the learning preferences of teachers and
students in the Australian Adult Migration Education Programme (Nunan, 1988).
Having compared the preferences of students and teachers in relation to selected
learning tasks and activities, he (1998) argued that there were “mismatches in
between teachers and student on all but one of the items”. For instance, according
to him (1998, p.13), “students gave pair work a low rating, while teachers gave
this item a very high rating”. Nunan (1998) further concluded that,
“I am not suggesting that student views should be accepted to in all cases.
However, I would argue that, at the very least, teachers should find out what
their students think and feel about what they want to learn and how they
want to learn and take this into consideration when planning their courses”
Nunan (1998, p.13)
Having said that, I would like to further elaborate on this discussion by
taking a look at the other side of the coin, which is research on pupils’ voice.
Recent years have seen a wealth of statements supporting the idea of young
people in school finding and using their voices: “the fact is that pupils themselves
have a huge potential contribution to make, not as passive objects but as active
players in the education system” (Hodgkin, 1998). “Students can and should
participate, not only in the construction of their own learning environments, but as
research partners in examining questions of learning and anything else that
happens in and around schools.” (Edwards and Hattam, 2000)
Having said that, I would like to refer to research carried out by Rudduck
and Flutter (2004) on pupil voice. For some years they had been working on
investigations that explore what pupils have to say about teaching and learning
and the conditions of learning in their schools. Their study had also looked at how
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schools have developed different kinds of strategies based on pupil consultation.
Rudduck and Flutter’s research with primary and secondary schools across Great
Britain had demonstrated that,
“Pupils of all ages can show a remarkable capacity to discuss their learning
in a considered and insightful way; although, they may not always be able to
articulate their ideas in the formal language of education. We have also
observed that, in some cases, the opportunity to participate in a learning-
focused dialogue may help to improve pupils’ attitudes towards teachers and
schools.” (Rudduck and Flutter, 2004, p.7)
Another recent study in this regard could be a work done by Ng, Murphy and
Jenkins (2002) that is basically about voices from a group of part-time
postgraduate students, 29 adult learners, in Hong Kong. According to Ng, Murphy
and Jenkins (2002, p.472) “a positive interpersonal relationship between students
and tutors is essential in building a learning community, in which the teachers can
influence the pupils and provide support to them.” They also concluded that the
results confirmed the usefulness of student-centred education and,
“In essence, the findings support the notion of a holistic paradigm – a
teaching and learning environment that emphasizes learners’ ability and
choice, the relationships between theory and application, the diversity in
individual learning styles and needs, and the required support mechanisms.”
Ng, Murphy and Jenkins (2002, p.472-473)
Further to the above research I would like to present the results from an
exploration into the attitudes and practices of some selected Canadian distance
educators, 29, regarding a student-centred view of education conducted by Burge
and Howard (1988). The results of the survey indicate that, while the respondents
supported and recognised student views and initiatives in programme design and
implementation, they did not necessarily advocate complete student controlled
instruction. They (1988) concluded that a balanced approach is needed that would
take into account the complexity of the distance education process, including the
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nature of course content, course delivery methods, and student backgrounds
(Burge and Howard, 1988).
2.3.5 Contextualisation and Role of Context
Unlike some people who have claimed that there is no room for context in
CLT i.e. Jarvis (2007)2, there is indeed a great emphasis that has been given to
context and contextualisation within CLT. In fact second language learning is
characterised by an astonishing array of different learning contexts. Advocates of
CLT do not only consider improving students’ abilities in communication but they
also do care about social context. In fact, according to Savignon (2002), the goals
of CLT depend on student needs in a given context. Advocates of CLT also claim
that it is necessary to make students familiar with the social meaning of language
forms. Accordingly, it is impossible to separate the language from the context and
purposes for using language.
Furthermore, principles of CLT reject the idea that there is one universal
way to either teach or learn a language and that is simply because according to
CLT there is a difference between students and learning contexts. Hymes (1971)
gave emphasis to the importance of context in determining appropriate patterns of
behaviour, both linguistic and extra-linguistic and that is why language teaching
should be compatible with social context. According to Celce-Murcia (2001) it
could be argued that students in CLT are often engaged in role play or
dramatisation in order to adjust their use of target language to different social
contexts.
2 He (2007) argued that CLT includes assumptions about “correct” teaching methods, materials
and learning styles; while, principles of a context-based approach would claim that Teaching
methods, materials and learning styles stem from and are specific to local and national contexts.
Thus, according to him there is no room for context in CLT.
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To sum up, it could be concluded that in keeping with the notion of context
of situation, CLT is properly seen as an approach, grounded in a theory of
intercultural communicative competence that can be used to develop materials and
methods appropriate to a given context of learning (Savignon, 2002).
2.3.6 Authenticity
The concept of authenticity is central to CLT, with the pupil being exposed
to the same language as a native speaker for the purpose of preparing for real life.
According to Aebersold and Field (1997), authentic materials refer not only to
types of texts found in magazines and books, but also to any item from everyday
life that conveys meaning through written language, such as schedules,
application forms, billboards, advertisements, labels, and so on. Authentic
materials are taken directly from foreign/second language sources and are not
changed in any way before they are used in the classroom.
A huge number of scholars have made comments about and stressed the
important role of the authentic materials within CLT as well as their motivating
effect on students (Bacon and Finnemann 1990, Kuo 1993, Little et al. 1994, etc.).
Advocates of CLT argue that it is important to use authentic texts whenever
possible and there are several reasons and advantages for this. As articulated by
Berardo (2006), using authentic materials is useful in:
a. “Having a positive effect on student motivation;
b. Giving authentic cultural information;
c. Exposing students to real language;
d. Relating more closely to students’ needs;
e. Supporting a more creative approach to teaching.” Berardo (2006,
p.64)
So, it could be argued that using authentic resources would give an
opportunity to the students to experience the real world; therefore, according to
Nunan (1995), the language students would be ready for such an environment
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based on the extent to which they are provided with such materials. He later
argued that “much has been made of the fact that authenticity is a relative matter,
and that as soon as one extracts a piece of language from the communicative
context in which it occurred and takes it into the classroom, one is de-
authenticating it to a degree” (Nunan, 1998, p.27). But still Nunan (1998) believed
that such materials should be used and that they still have their own advantages.
He (1998) further explained that authentic materials helped his own pupils to
make sense of the real texts and to develop effective learning strategies for
reading and listening, speaking and writing.
Furthermore, according to Hidalgo et al. (1995) materials production
demands creativity in presenting structural materials in a communicative
interactive situation that has to be as natural as possible without giving the
students the impression of being in an artificial setting. The pupils have to be
motivated and placed in a setting where sharing information is real and where
students talk about topics of relevance and genuine interest to them. It also needs
to be kept in mind that language is a natural process and by simplifying language
for teaching purposes there is always a risk of making the process of learning and
teaching more difficult. As a result the meaning and its clues might be removed.
Moreover, the simplified materials do not always have the characteristics of real
discourse.
With respect to empirical evidence, according to the findings of a survey
carried out by Chavez (1998), pupils do enjoy dealing with authentic materials
since they enable them to interact with the real language and its use. Also they do
not consider authentic situations or materials innately difficult. However, in her
study students stated that they would need pedagogical support especially in
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listening situations and when reading literary texts such as the provision of a full
range of cues (auditory and visual including written language).
Furthermore, results of a research conducted by Kelly et al. (2002) in Aichi
Institute of Technology (Toyota, Japan) suggested that,
“When used effectively, authentic materials help bring the real world into
the classroom and significantly enliven the ESL class. Exposing the students
to cultural features generates a deeper understanding of and interest in the
topic. On one hand, the students develop their ability to zero in on relevant
information, and on the other, they learn how to disregard what is not
relevant. As students pool their individual strengths they gain confidence in
being able to function in an English-speaking society.”
2.3.7 Integration of Skills
In real life situations the language skills of listening, speaking, reading and
writing are generally integrated rather than occurring in isolation. Very frequently,
experts demonstrate strategies as though they were linked to only one particular
skill, such as reading or writing (i.e. Peregoy & Boyle, 2001). However, according
to Oxford (2001) “it can be confusing or misleading to believe that a given
strategy is associated with only one specific language skill.” Oxford (2001)
further continued, “many strategies, such as paying selective attention, self-
evaluating, asking questions, analysing, synthesising, planning, and predicting, are
applicable across skill areas”. According to her (2001), “common strategies help
weave the skills together. Teaching students to improve their learning strategies in
one skill area can often enhance performance in all language skills”.
Having said that, principles of CLT also are not exclusively concerned with
face-to-face oral communication and they do not keep language skills separated
from each other; on the contrary, skills are integrated from the beginning and CLT
is relevant to all four language skills. So, activities are appreciated that integrate
the language skills since they would reflect the use of language in real life.
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According to Savignon (2002), the principles of CLT apply equally to
reading and writing activities that involve readers and writers engaged in the
interpretation, expression, and negotiation of meaning; the goals of CLT depend
on student needs in a given context. Moreover, the essence of CLT is the
engagement of students in communication in order to allow them to develop their
communicative competence. It is essential to reaffirm that each language skill
reinforces all the others and that all of them are integrated in the actual
communication of native speakers.
Having considered the rationale behind the integration of skills, it is worth
considering why it is useful to integrate skills. According to Gower et al. (2005) it
could be argued that,
 An integrated skills lesson allows for the practice in a way which is closer
to ‘the real world’ and assists in the development of a full language user.
 Integrated lessons where one thing leads on to the other are more
satisfying, less bitty, for the students.
 A lesson which integrates a number of skills has more variety.
 It gives an opportunity for a topic to be fully explored and for vocabulary
connected to the topic to be practised and recycled.
 Because one context or one text can be used for another activity the
teacher does not have to spend time setting up something new.
Oxford (2001) further elaborated advantages of the integrated skill approach as,
“The integrated-skill approach, as contrasted with the purely segregated
approach, exposes English language learners to authentic language and
challenges them to interact naturally in the language. Learners rapidly gain a
true picture of the richness and complexity of the English language as
employed for communication. Moreover, this approach stresses that English
is not just an object of academic interest nor merely a key to passing an
examination; instead, English becomes a real means of interaction and
sharing among people. This approach allows teachers to track students'
progress in multiple skills at the same time. Integrating the language skills
Chapter 2 Literature Review Page | 50
also promotes the learning of real content, not just the dissection of language
forms. Finally, the integrated-skill approach, whether found in content-based
or task-based language instruction or some hybrid form, can be highly
motivating to students of all ages and backgrounds.”
Having said that, it needs to be borne in mind that unfortunately, there is not
much recent empirical evidence available that would show the actual impact of
the integrating versus separating of language skills within the field work. Having
said this, a huge number of scholars have made comments and put stress on the
important role of the integration of language skills within CLT as well as its
motivating effect on pupils but still this principle suffers from the shortage of
empirical research.
2.3.8 Culture
One of the key principles in CLT could be referred to as culture; in other
words, culture is recognised as an instrument in shaping speakers’ communicative
competence, in both their first and subsequent languages (Berns, 1990). The issue
of culture has been considered quite important; in fact Savignon (1983, 2001)
regarded it as one of the main components of communicative competence,
sociocultural competence. She in Celce-Murcia (2001, p.18) argued that “cultural
awareness rather than cultural knowledge becomes increasingly important”. Just
knowing something about the culture of an English speaking country will not
suffice. According to Savignon (in Celce-Murcia, 2001, p.18), “what must be
learned is general empathy and openness towards other countries”. It should be
kept in mind that foreign/second language learning is not exclusively a subject
within the educational programme but also is a representative of the cultural
legacy of the speakers of that language. It has been suggested that knowing a
language is inseparable from understanding the culture in which the language is
spoken (Brown, 1990) that is according to McGrath (2002), that without cultural
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knowledge of fairly specific kinds, one cannot fully understand what is said or
written. In fact, according to Dornyei (2001, p.15),
“The learning of foreign/second language involves far more than simply
learning skills, or a system of rules, or a grammar; it involves an attraction in
self-image, the adoption of new social and cultural behaviours and ways of
being, and therefore has a significant impact on the social nature of the
learner.”
Furthermore, according to Brown (2000, p.177), “it is apparent that culture as an
ingrained set of behaviours and modes of perception, becomes highly important in
the learning of a second language”. He (2000) further explained that a language is
a part of a culture, and a culture is a part of a language; the two are “intricately
interwoven” so that one cannot separate the two without losing the significance of
either language or culture.
To clarify the case further, I would like to present a personal experience in
this regard. I remember when I came to Great Britain for the first time, I had a
British flatmate whom I used to see everyday (mostly in the kitchen where we
dined). Whenever he saw me, the first thing that he asked was, “Are you OK?”
and every time I replied “thank you”. After a while he asked me why I kept saying
“thank you” when he asked me if “I was all right”. In response, I told him, “well,
what am I supposed to say then?” and he said “yes, for instance”. Having said
that, I suddenly realised the problem was all because of cultural differences.
Basically in Iran when someone asks another the same question, the response
would be the same as I gave, thank you for instance, which means “Yes, I’m OK
and thank you for asking”. Therefore, I always thought that I should use the same
reply, otherwise if I only said “yes”; it would be very rude to that person. This is a
very simple example that could happen to anyone and there are situations where
cultural differences may result in serious troubles.
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Having discussed the rationale behind the importance of culture, I would
like to continue this section by defining the term culture itself and what it actually
means. Carrasquillo (1994) presented the statement below as what culture might
be referred to,
“Culture includes institutions, language, values, religion, ideas, habits of
thinking, artistic expressions, and patterns of social and interpersonal
relationships.” Carrasquillo (1994, p.54)
In countries in which there is much attitude, mostly negative, towards
countries whose language is taught or there is a chaos in political relations
between them, there have always been concerns regarding cultural issues. But it
needs to be kept in mind that making students familiar with other countries’
culture is not necessarily accompanied by jeopardising their own native culture
and it does not mean that one has an obligation to behave in accordance with
conventions of the target culture. On the contrary, this would give the pupils a
better understanding of new cultures as well as realising their own identity in a
better way. This would also help them see their culture in relation to others so as
to promote cross-cultural understanding.
Concerning which country’s culture should be included in the programme as
well as textbooks different ideas have been introduced. For instance, if we are
going to teach Japanese or Korean probably we would put the culture of Japan or
Korea (both North and South Korea) within the materials. However, if teaching
English is going to be the case then this would be quite tricky. The reason for that
is, because of the different versions of English that exist in the world it would be
quite difficult to choose one that would be the most relevant as well as useful for
the purpose of language teaching. Furthermore, given the new terms like
international English or World Englishes that have emerged recently, it would be
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very difficult to apply only one country’s culture within the materials as well as
the curriculum. To solve this problem, Cortazzi and Jin (1999) proposed three
patterns of reflecting culture in English textbooks which are:
 Textbooks that mirror the source culture: These are EFL textbooks,
produced at the national level for particular countries that mirror the
source culture rather than target cultures i.e Kuwaiti textbooks (Hajjaj,
1981) or Saudi Arabian texts (Aliakbari, 2004);
 Textbooks based on the target culture: These are EFL textbooks, produced
at the national level for particular countries that mirror the target cultures
rather than source culture;
 And textbooks which aim at the international target cultures: The third
category of EFL textbooks are those which include a wide variety of
cultures from both English-speaking countries and countries which
English is not the first or second language, but is used as an international
language.
Textbooks of the third kind seem more appropriate for the global classroom;
although, other types could be used if the teacher brings a wider awareness to the
classroom and compensates for what is not actually in the book. Perhaps the ideal
is some combination where all the discussed patterns feature in the materials but
with a global perspective.
To the above classification, Aliakbari (2004) added another category, text
with little interest in culture which is Brumfit's terminology and is considered as
neutral. Brumfit (1996) made the claim that a neutral educated variety offered the
widest access to English throughout the world, while a model based on particular
locality (rather than a general British or American one) would be unpopular for
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students because it was too restrictive. However, he (1996) further acknowledged
that over the past 20 years there has been an increasing exposure of pupils to a
range of different models of pronunciation and different styles of speaking.
More examples of this type of textbook have also been reported. According to
Aliakbari (2004), in Japan, English is generally taught not as a functional tool for
cross-cultural communication but as a codified system, representing the linguistic
characteristics of idealised American or British. He (2004) further continued that
similarly in Chinese and Korean textbooks, the pedagogic focus seems to be on
grammatical features of English without regard for its communicative and/or
cultural functions. Stated differently, these textbooks seem to merely focus on
developing students' linguistic competence.
Thus, according to Celce-Murcia (2001), the complexity of teaching culture
lies in the fact that, unlike speaking or writing, culture does not represent a
separate domain of foreign/second language instruction; instead, the learning of
the foreign/second language culture makes pupils better communicators. The most
important long-term benefits of teaching culture may be to provide pupils with the
awareness and the tools that will allow them to achieve their academic,
professional, social, and personal goals and become successful in their daily
functioning in foreign/second language environments.
Concerning empirical evidence to support why culture needs to be taken into
consideration as well as its role in foreign/second language learning, I would like
to refer to a work done by Peterson and Coltrane (Centre for Applied Linguistics,
2003). They (2003) reported, through the study of other languages, students gain a
knowledge and understanding of the cultures that use that language; in fact,
students cannot truly master the language until they have also mastered the
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cultural contexts in which the language occurs (National Standards in Foreign
Language Education Project, 1996, p. 27).
Moreover, Jiang (2000) referred to a survey of word associations that was
designed for native Chinese speakers (NCE) and native English speakers (NES).
In the survey, ten words (food, clothes, family, friend, job, money, culture,
success, happiness, love), which are related most closely to people's lives, and
cover both material and spiritual aspects of life, were chosen as prompts. Jiang
(2000) further said that the participants were asked to write down six additional
words or expressions that they associated with each one of the ten words. In other
words, the participants were required to add six words or expressions after each of
the ten chosen words, making 60 words in all. The results, according to her (2000,
p.332), showed “an intimate relationship between language and culture”. She
(2000, p.332) further concluded,
“Between language and culture there is always an interactive influence: the
two cannot exist without each other. They combine to form a living
organism. If we compare the society to a swimming pool, language is a
swimming skill and culture is the water. When both are present, people swim
well (communicate successfully). They swim confidently and rapidly when
they are familiar with the water (i.e. within their native culture), but
cautiously and slowly when it is unfamiliar to them (within a foreign
culture).”
2.3.9 Motivation
It has increasingly been recognised that students’ expectations and attitudes
play an important role in foreign/second language learning, e.g. studies
investigated by Dornyei (2001), Dubin and Olshtain (1986). Some even argued
that motivation has been recognised as the most important factor in
foreign/second language learning (Carrasquillo, 1994) or even essential to success
(Harmer, 2001). But what does motivation really mean? According to Dornyei
(2001), motivation is a process whereby a certain amount of instigation force
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arises, initiates action, and persists as long as no other force comes into play to
weaken it and thereby terminate action, or until the planned outcome has been
reached. He (2001) further argued that most language learners who really want to
learn a foreign/second language i.e. who are really motivated, will be able to
master a reasonable working knowledge of the language as a minimum, regardless
of their language aptitude. Dornyei’s comment could be further complemented by
clarifying that motivation is a necessary tool but insufficient solely to fulfil the
aim of language teaching and learning.
Having said that, I would also like to address two different types of
motivation, extrinsic and intrinsic. According to Harmer (2001, p.51),
“Extrinsic motivation is caused by any number of outside factors, for
example, the need to pass an exam, the hope of financial reward, or the
possibility of future travel.
Intrinsic motivation, by contrast, comes from within the individual. Thus a
person might be motivated by the enjoyment of the learning process itself or
by a desire to make themselves feel better.”
As discussed earlier in this chapter, the information gap plays a central role
in CLT and as another reason to justify such claim it could be argued that the
information gap is so important because of its motivational impact. To clarify
based on Johnson’s findings (2001), without the information gap, language
activities might be tedious for language learners because students would
constantly be telling each other things that they already knew and could in fact see
before their very eyes and then it would be almost impossible to motivate them to
learn the foreign/second language. Moreover, Haines (1989) argued that students’
interest and involvement are considered essential if they are to be expected to
work independently on activities which must be planned and carried out in
collaboration with others which is one of the main characteristics of student-
centredness and consequently CLT.
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Motivation research has received much attention in the past decade. The
trend towards motivational theories related to classroom learning has generated
more interest in the topic among language teachers and researchers of
foreign/second language. In a series of studies, Pica and Doughty (1985, p.246)
concluded “neither a teacher-fronted nor a group format [required information
gap] can have an impact on negotiation as long as tasks continue to provide little
motivation for classroom participants to access each other’s views”.
         Results of research reported by Liuolienė and Metiūnienė (2006, p.96) on 
second language learning motivation revealed that “students’ wishes and needs to
work independently depend on their motivation, attitude and responsibility. The
higher motivation, the more autonomous learning students want to have in this
learning process”. They further concluded,
 “Learning motivation is a driving force in learning a foreign language;
 Students’ wishes and needs to work independently depend on their
motivation, attitude and responsibility.
 The higher motivation, the more autonomous learning students want to
have in the learning process.” Liuolienė and Metiūnienė (2006, p.97) 
2.3.10 Tasks and Activities
As has been previously discussed, the information gap and the student
centredness are two main characteristics of CLT. With the information gap
activities different students are given different pieces of information and by
sharing this information they can complete a task. Also, as Celce-Murcia (2001,
p.38) highlighted, “in a student-centred classroom, students typically will be
observed while working individually or in pairs and small groups, each on distinct
tasks and projects”. Nunan (1998) further argued that,
“Group work is essential to any classroom that is based on principles of
experiential learning. Through group work, learners develop their ability to
communicate through tasks that require them, within the classroom, to
approximate the kinds of things they will need to be able to do to
communicate in the world beyond the classroom” (Nunan, 1998, p.84)
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Having said that, it could be argued that all these features are based upon tasks
and activities and how important they are within CLT and this might be further
discussed that advocates of CLT provide a variety of tasks and language activities
which focus on communication and the expression and interpretation of meaning.
Harmer (1991) further elaborated the importance of tasks and activities as,
“It certainly seems that the use of tasks and the provision of a lot of
comprehensible input will help our students in a lot of ways. The former will
allow students to activate their knowledge and the latter will help to provide
them with a rich language store.” Harmer (1991, p.39)
Having considered the importance of tasks and activities within CLT, it is
time to define the task itself. According to Nunan (1988a), a communicative task
is a piece of classroom work which involves pupils in comprehending,
manipulating, producing or interacting in the target language while their attention
is principally focused on meaning rather than form. Skehan (1998, p.95) further
defined task as an activity in which,
 “Meaning is primary;
 There is some communication problem to solve;
 There is some sort of relationship to comparable real-world activities;
 Task completion has some priority; and
 The assessment of the task is in terms of outcome.”
Brown (2001) also commented on arguments proposed task-based instruction as a
new approach. According to him (2001, p.50), “task-based instruction is a
perspective within a CLT framework that forces you to carefully consider all the
techniques that you use in the classroom”. He (2001, p.50) then clarified that,
“Task-based instruction is not a new method. Rather, it puts task as the
centre of one’s methodological focus. It views the learning process as a set
of communicative tasks that are directly linked to the curricular goals they
serve, the purposes of which extend beyond practice of language for its own
sake.”
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Furthermore, as Richards and Rodgers (2001) reported, the task-based language
teaching has drawn on several principles that formed part of the principles of
CLT. For example,
 “Activities that involve real communication are essential for language
learning.
 Activities in which language is used for carrying out meaningful tasks
promote learning.
 Language that is meaningful to the learner supports the learning process.”
Richards and Rodgers (2001, p.223)
Finally, it is necessary to indicate that learners in CLT need to be presented
with tasks which are concerned with language skills as real communication in real
time.
2.4 Criticisms of CLT
CLT also has its critics. One of the most famous attacks on CLT was offered
by Michael Swan in 1985. His critique seems to be aimed at CLT’s failure to take
account of the knowledge and skills which language students bring with them
from their mother tongue and their experience of the world. He (1985a) argued,
“Although the Communicative Approach may have some new information
and insights to contribute (for instance about the language of social
interaction), there is nothing here to justify the announcement that we need
to adopt a whole new approach to the teaching of meaning. The argument
about 'usage' and 'use', whatever value it may have for philosophers, has
little relevance to foreign language teaching.” Swan (1985a, p.5)
Swan in his second article which was published in the same year (Swan, 1985b)
tried to look at some of the pedagogical aspects of CLT, including the idea of a
'semantic syllabus' and the question of 'authenticity' in materials and
methodology. He (1985b) argued that the Communicative Approach generally
presents an over-simplified and misleading account of these issues, and that a
sensible approach to language teaching involves integrating semantic and formal
syllabuses and combining authentic with specially-written teaching materials.
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Swan (1985b) also suggested that CLT fails to recognise the crucial role of the
mother tongue in foreign language learning.
Later, in the same year Widdowson (1985) responded in an article to Swan’s
papers in defence of CLT. He (1985) claimed,
“This article is a reply to the two articles entitled 'A critical look at the
Communicative Approach' by Michael Swan, which appeared in the two
issues that preceded this one (39/1 and 39/2). It is argued that Swan
misrepresents the ideas which have gone to make up what is now known as
the 'communicative approach', and that Swan's arguments are in themselves
contradictory. In the author's belief, Swan fails to offer evidence or support
for his own position on the theory or practice of ELT, and is thus guilty of
the same charge that he lays, undeservedly, at the door of those whose views
he attacks.” Widdowson (1985, p.158)
Widdowson (1985) started his discussion with an argument about the purpose of
intellectual enquiry. According to Widdowson (1985), the ideas that have been
put forward concerning the communicative approach to language teaching do not,
as Swan himself acknowledged, constitute a 'coherent and monolithic body of
doctrine', nor were they intended as a manifesto for revolutionary change, he
(1985) then concluded that they cannot by definition therefore be a dogma.
Widdowson (1985, p.158) believed that “Swan represents them as such in order to
make a better target for attack”. Widdowson (1985) continued to argue that,
“Ideas about use and usage, the realization of appropriate meaning,
communicative strategies, negotiation, and so on that all these theorists
prattle about in their impenetrable jargon are so much moonshine and
nothing more. One can almost see the groundlings rolling in the aisles with
glee. This dogma is then itself directly contradicted by other remarks in the
two articles.” Widdowson (1985, p.159)
On the other hand, recent critiques of CLT included an article by Bax (2003)
entitled: "The end of CLT: a Context Approach to language teaching" in which he
argued that the dominance of CLT has led to the neglect of one crucial aspect of
language pedagogy, namely the context in which that pedagogy takes place. Bax
(2003) argued that it is time to replace CLT as the central paradigm in language
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teaching with a Context Approach which places context at the heart of the
profession. The article argued that such a shift is taking place already and will
eventually change our practice radically.
Moreover, Harmer (2003) criticised Bax’s paper (2003) by arguing that,
“If, as Alastair Pennycook suggests, we ‘need to see English language
teaching as located in the domain of popular culture as much as in the
domain of applied linguistics’ (Pennycook 1998: 162), then Stephen Bax’s
article would seem to be a timely reminder that the social context in which
learning takes place is of vital importance to the success of the educational
endeavour. Nor would he find many, nowadays, who would argue that an
insensitive insistence on a rigid methodology at the expense of classroom
and learner realities was a course worth pursuing.” Harmer (2003, p.288)
Harmer (2003, p.288) argued that “more fundamentally I have a problem with the
idea that the learning context is necessarily the first place to start in any
educational exchange”. He (2003) instead argued that methodology is
fundamental to the learning of language in classrooms where teachers are
working.
Authenticity and using authentic materials are among principles of CLT.
However, Critics of the use of authentic materials pointed out:
 “Created materials can also be motivating for learners. Published materials
are often designed to look like teenage magazines and other kinds of real
world materials and may be just as interesting and motivating for learners.
 Authentic materials often contain difficult language and unneeded
vocabulary items, which can be an unnecessary distraction for teachers and
learners. Since they have not been simplified or written to any lexical or
linguistic guidelines, they often contain language that may be beyond the
learners' abilities.
 Created materials may be superior to authentic materials because they are
generally built around a graded syllabus and hence provide a systematic
coverage of teaching items.
Using authentic materials is a burden for teachers. In order to develop
learning resources around authentic materials, teachers have to be prepared
to spend a considerable amount of time locating suitable sources for
materials and developing activities and exercises to accompany the
materials.” (Richards, 2001, p.253)
Furthermore, Crawford (2002, p.85) argued that the problem with using authentic
materials is that “it is very difficult to find such materials which scaffold the
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learning process by remaining within manageable fields. It is also difficult for
teachers legally to obtain a sufficient range of audio-visual materials of an
appropriate quality and length”. Martinez (2002) further pointed out that authentic
materials may be “too culturally biased” or too many structures might be mixed
so “lower levels have a hard time decoding the texts”.
It has been discussed earlier that the information gap is considered to be one
of the main features of CLT. Whilst emphasis on message-focus is beneficial, it is
not without its disadvantages. The main and obvious one according to Johnson
(2001, p.254) is that “learners may become satisfied with their performance in a
foreign language as long as they manage to get their message across, and
irrespective of the quality of the language used to do this”. He (2001) further
exemplified the case by discussing a student who might go into a café and say
“give me fish and chips”. According to him (2001), if the result is a plate of fish
and chips, then the utterance is successful as a piece of communication. However,
even “give me fish and chips” according to Johnson (2001) “succeeds as
communication, it is poor English and most teachers would not be satisfied if
their learners produced it”. So, according to him (2001), it might be concluded
that the danger of too much focus on message and meaning could be
communicatively successful, but “poorly expressed language may result”.
Teaching culture is the next issue that has its own disadvantages. According
to Rivers (1981), one of the drawbacks of teaching culture is that students who
have experienced a uniform culture often suffer from cultural shock when
confronted with different ways of thinking, acting and reacting. She (1981, p.323)
further argued that in attempting to fit complicated cultural systems into a
simplified framework which is comprehensible to an early level student, “we run
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the danger of imparting or reinforcing stereotypes of attitudes and behaviour”.
According to her (1981), too much emphasis on the exotic or the different in
superficial details makes another culture seem “weird or irrational”.
Student-centredness is the next issue that was attacked by opponents of
CLT. O'Neill wrote an article in 1991 which was called “The plausible myth of
learner-centredness”. He (1991) was worried that letting students do the learning
on their own with teachers only intervening when and if needed, might amount to
a form of neglect. It could be tantamount to an abdication by the teacher of the
knowledge giving role. O'Neill (1991) further argued, what is wrong with old-
fashioned “teacher-fronting”. According to him (1991), it (teacher-fronting)
seems to work; it has always worked, and many students feel more comfortable
with it.
But while it has been widely accepted for some time that communicative
activities are a vital part of a teacher’s repertoire, it is less clear whether it is
possible to define exactly what a communicative language teaching approach is.
After all, most language teaching aims to improve the students’ communicative
ability, whatever techniques the teacher uses to promote this. And CLT has also
included snatches of drilling and focused language work despite the non-
communicative nature of such activities. Harmer (2001) made the point that
“CLT has come under attack from teachers for being prejudiced in favour of
native-speaker teachers by demanding a relatively uncontrolled range of
language use on the part of the student, and thus expecting the teacher to be
able to respond to any and every language problem which may come up. …
CLT has sometimes been seen as having eroded the explicit teaching
grammar with a consequent loss among students in accuracy in the pursuit of
fluency.” Harmer (2001, p.86)
Moreover, some other researchers presented some problems with CLT as
well. Celce-Murcia, Dornyei and Thurrell (1997, p.143-145) argued that the
problems with CLT appear because (1) “the lack of firm linguistic guidelines led
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to a diversity of communicative approaches”, (2) “current communicative testing
methods fail to provide sufficient precision” and (3) in CLT, “the linguistic form
is learned incidentally rather than as a result of focusing directly on linguistic
form, …and CLT is not in accordance with the principles of cognitive
psychology”.
Furthermore, CLT has come under attack from teachers for
“being prejudiced in favour of native-speaker teachers by demanding a
relatively uncontrolled range of language use on the part of the student, and
thus expecting the teacher to be able to respond to any and every language
problem which may come up.” (Harmer, 2001, p.86)
2.5 The Checklist
In order to analyse the degree of communicative content of the curriculum
document a checklist composed of CLT principles was prepared. The section aims
to review and discuss all the principles that are included in the checklist with
reference to relevant literature. It should be borne in mind that each principle has
been backed up by many authors but due to space constraints, one or two
references only will be presented each time.
CLT aims to empower students with an ability to communicate in situations
where a language is being taught as the second or foreign language. According to
Ellis (2003, p.27) “CLT aims to develop the ability of learners to use language in
real communication”. To fulfil such an aim, according to Das (1988, p.20) and
Celce-Murcia (2001, p.8) there are some criteria involved: message, meaning,
form and structure.
Although students’ ability to communicate could be counted as one of the
major goals in CLT this cannot be achieved without encouragement and that is
why McGrath (2002, p.46) and Richards and Rodgers (2001, p.161) pointed out
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that “purposeful communication between learners is encouraged”. So, the first
principle of CLT could be,
It is assumed that the goal of language teaching is learner ability to
communicate in the target language and the primary function of
language is for interaction and communication. So, purposeful
communication between learners is encouraged. (Principle 1)
Having said that, the first thing that might hit the reader’s mind would be what the
“purposeful” is. Supposedly, each activity has a purpose and when people try to
communicate it is assumed that they do a have a purpose even though no
communication might be achieved. The same thing could be applied to traditional
methods like Audio-lingual. So, what makes it different between CLT and those
methods? According to McGrath (2002), the information gap tasks are one way of
providing for this. Moreover, McDonough and Shaw (2003, p.20) argued that “it
is clearly not possible to engage in purposeful communication in a language
without being able to formulate the structures of that language as well”.
There has been always a discussion about whether there should be emphasis
on meaning or form while teaching a language. According to the principles of
CLT both meaning and form needs to be worked on and emphasised since they
are equally important. McGrath (2002, p.46) like many scholars believed that in
CLT “there is attention to meaning and use as well as language form”.
Furthermore, there has been a lot of discussion regarding the role of grammatical
structures in language teaching. As mentioned earlier, advocates of CLT do not
leave grammar and structures aside; in fact, there is a considerable emphasis by
scholars on teaching grammar. Although, it has to be borne in mind that this
teaching (grammar) needs to be performed appropriately. Savignon (1997)
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defined the word ‘appropriately’ in a sense that advocates of CLT do not consider
abandonment of grammar, but they do reframe its role in a setting that would help
students to communicate in the second or foreign language. Thus, this could be
concluded that,
It is assumed that the content of a language course will include
semantic notions and social functions, not just linguistic structure.
Learning a language involves more than simply learning grammatical
patterns and rules. One also needs to be able to put one’s knowledge
to communicative effect. (Principle 2)
Probably one of the main characteristics of CLT could be described as ‘the
Information Gap’. The Information gap occurs in a situation where some
information is known or available to one person in a conversation and the other
person(s) lacks it. According to Richards and Schmidt (2002, p.257), “in CLT in
order to promote real communication between students, there must be the
information gap between them”. Without such a gap the classroom activities and
exercises will be mechanical and artificial so,
Students regularly work in groups or pairs to transfer (and, if
necessary, negotiate) meaning in situations in which one person has
information that the others lack (Information Gap). (Principle 3)
Advocates of CLT not only consider improving students’ ability in speaking
but they are also concerned with social context. Principles of CLT claim that it is
necessary to make students familiar with the social meaning of language forms.
According to Littlewood (1981, p.6), “for many learners this may not entail the
ability to vary their own speech to suit different social circumstances, but rather
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the ability to use generally acceptable forms and avoid potentially offensive
ones”.
Students often engage in role play or dramatization to adjust their use
of the target language to different social context. (Principle 4)
Authenticity could also be considered as one of the main concerns in CLT.
According to Berardo (2006, p.63), “the concept of authenticity is central to
CLT”. In this case students are supposed to be exposed to the same language as a
native speaker. So,
Classroom materials and activities are often authentic to reflect real
life situations and demands. (Principle 5)
Principles of CLT are not exclusively concerned with face-to-face oral
communication. On the contrary, they apply equally to reading and writing
activities that involve readers and writers in the interpretation, expression, and
negotiation of meaning (Savignon, 1987). Moreover, integration is another
relevant feature of CLT. In this regard, Celce-Murcia (2001, p.8) believed that
skills are integrated from the beginning so,
Listening, speaking, reading and writing are all active language
components, interrelated skills in the process of oral and written
communication. Moreover, skills are integrated from the beginning; a
given activity might involve reading, speaking, listening, and also
writing (This assumes the learners are educated and literate).
(Principle 6)
Unlike some discussions that claim there is no room for context in CLT i.e.
Jarvis (2007), there has been much emphasis given to context and
contextualisation within CLT. In fact second language learning is characterised by
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a wide array of different learning contexts. Hadley (2001) placed a great emphasis
on contextualisation and the role of context in comprehension. Moreover, Carrell
and Eisterhold (1983) believed that,
Comprehension is an active process where students interact with the
text, using background knowledge that they bring to the
comprehension process as well as the linguistic and rhetorical
features of the text itself. (Principle 7)
Unlike traditional methods and approaches, in CLT pupils are considered as
the central; therefore, a lot of attention has been given to students. They are not
considered passively as they used to be. On the contrary, students are responsible
for some parts of the process of language learning. Student-centredness is the
major key point in CLT and a huge amount of literature has been spent on this
issue. Having provided a lot of research in favour of student-centredness, Tudor
(1996, p.197) then concluded that “students’ participation serving to deepen their
understanding of language study while at the same time challenging their
knowledge and insights into programme development”. To sum up,
Learner centredness: Information by and from learners is used in
planning, implementing and evaluating language programmes. Any
activities which encourage learners to think about the nature of
language and ways of learning imply a more critical and reflective
learner role than those in which the learner is memorizing or
manipulating language. (Principle 8)
CLT is not bound to a particular methodology, but represents a flexible
approach to teaching that is responsive to students’ needs and preferences
(Hadley, 2001). According to advocates of CLT, it is possible in many situations
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to identify students’ needs in relation to the target language. The summary below
is based in part on Bruder (1978), Daoud and Celce-Murcia (1979) and Harmer
(1991) about what students must learn according to principles of CLT. However,
it must be borne in mind that some of these issues can be seen in other language
programmes and they do not solely belong to CLT.
Learners’ needs in relation to the target language:
a. Language-skill emphasis (Speaking, Reading, Writing, Listening)
b. Context and situation of use, which may require different levels of
formality or different registers.
c. Language system (grammar, vocabulary, phonology) emphasis
d. Language forms (e.g. structures, vocabulary items, features of stress
or intonation)
e. Whether language systems will be used productively, receptively or
both.
f. Attention given to mechanics (handwriting, spelling, punctuation)
(Principle 9)
Teachers can play an important role in CLT. Unlike traditional methods and
approaches, in CLT teachers do not act as those who fill the class with their
speech from beginning to the end but they act as a facilitator of the student’s
speech. According to Breen and Cardlin (1980, p.87), the teacher’s role in a
communicative classroom could be described as “a facilitator of the
communicative process”, participant as well as a pupil or observer. So,
The teacher’s role is primarily to facilitate communication and only
secondarily to correct errors. So, he/she needs to act as a facilitator of
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the communicative process; act as a participant and act as an
observer and learner. (Principle 10)
Although principles of CLT have paid a great attention to students it does
not mean that teachers have been left aside. Presumably, it is impossible for any
language programme to ignore the vital role of teachers in teaching a language but
this role might be different from one programme to another. Having said that,
according to CLT there are some characteristics that a language teacher must
have. These according to Cunningsworth (1995) would include,
a. Language competence (as target language users and analysts but also
as speakers of the learners’ first language)
b. Familiarity with the target language culture
c. Methodological competence and awareness (including ability to adapt
course book, and preparing supplementary material)
d. Experience of teaching the kind of learner for whom the materials are
being selected.
e. Time available for preparation
(Principle 11)
While the second factor, familiarity with the target language culture, tries to raise
the cultural issue, it must be borne in mind that since the English language is the
language that applies to our context and as it does not belong to any country any
more, as it is considered as an international language, the term culture could be
applied to any country in which English is spoken as the first or one of the first
languages.
Again, this has to be clarified that the above factors are not bound solely to CLT
and some of them might be found in other language programmes as well.
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Presumably, every language programme is designed to fulfil a goal and CLT
is not an exception either. So far, many issues that are included in CLT have been
touched upon but goals of CLT were not discussed explicitly; although, all the
cases that have been raised so far at some point could be considered as the goals
of CLT. According to Finocchiaro and Bonomo (1973, p.32) there are two issues
that are included in communicative curriculum guide which could be specified as,
A list of the intermediate goals (that is, the desired outcome at the end
of each learning level in terms of the skills of listening, speaking,
reading, and writing – and cultural appreciation) should be
presented. (Principle 12)
A list of items (within phonology, grammar, and vocabulary) and of
the language operations or transformations to be taught at each level
should be prepared. (Principle 13)
One of the key principles in CLT could be referred to as culture. In countries
in which there is much attitude, mostly negative, towards the countries whose
language is taught or there is a chaos in political relation between them, there
have always been concerns regarding cultural issues. But it needs to be kept in
mind that making students familiar with other countries’ culture does not
necessarily mean jeopardising their own culture. On the contrary, this would give
them a better understanding of new cultures as well as realising their own identity
in a better way. According to Hadley (2001),
“Gaining knowledge and understanding of other cultures would help students
to demonstrate an understanding of the relationship between the
practices/products and perspectives of the culture studied”. Hadley (2001,
p.37)
This could be further elaborated by Savignon’s research (2002) on CLT,
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Culture is recognised as instrumental in shaping speaker’s
communicative competence, in both their first and subsequent
languages. A list of the cultural concepts to be emphasised needs to be
presented. (Principle 14)
It has increasingly been recognised that students’ expectation and attitudes
play some role in advancing or impeding curricular change. Carrasquillo (1994)
claimed that motivation is the most important variable in foreign language
learning. Motivation is related to one of the most important aspects of the human
mind, and most teachers and researchers would argue that it has a very important
role in determining success or failure in any learning situation. Dornyei (2001)
also argued that his personal experience showed that
“99 per cent of language learners who really want to learn a foreign language
(i.e. who are really motivated) will be able to master a reasonable working
knowledge of it as a minimum, regardless of their language aptitude”.
Dornyei (2001, p.2)
So, from what has been said it could be concluded that,
Motivation is Central to Foreign/Second language proficiency.
(Principle 15)
It needs to be borne in mind that in this section, the researcher only tried to
collect those principles of CLT that would be applied to any situation and this
does not mean prescribing any method or approach. On the other hand, principles
of CLT act like a framework or codes which allow people to apply them in their
teaching situation in order to get better results. As the final principles of CLT, I
could refer to a summary of CLT principles in part which has been provided by
Berns (1990),
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Diversity is recognised and accepted as part of language development
and use in second language learners and users, as it is with first
language users. (Principle 16)
More than one variety of a language is recognised as a viable model
for learning and teaching. No single methodology or fixed set of
techniques is prescribed. (Principle 17)
It is essential that learners be engaged in doing things with language-
that is, they use language for a variety of purposes in all phases of
learning. (Principle 18)
2.6 Conclusion
Varieties of issues have been addressed in this chapter. In the first section,
we tried to discuss the curriculum and curriculum development from different
perspectives. We also tried to clarify different conceptions and definitions that
exist in this regard by referring to different authors. As discussed earlier contrary
to common belief, a curriculum is a very complicated phenomenon. Having
discussed the case thoroughly, we then moved to a consideration of CLT.
From what has been said, it could be concluded that CLT is not just bits of
grammar, it also involves language functions. Furthermore, if students get enough
exposure to language and opportunities for its use and if they are motivated then
language learning will take care of itself (Harmer, 1998). Also, CLT is used in
programmes for ELT to show that the goal of language learning is communicative
competence.
Thus, according to Savignon (2002),
“Communicative language teaching derives from a multidisciplinary
perspective that includes, at the least, linguistics, psychology, philosophy,
sociology, and educational research. The focus has been the elaboration and
implementation of programs and methodologies that promote the
Chapter 2 Literature Review Page | 74
development of functional language ability through learners’ participation in
communicative events. Central to CLT is the understanding of language
learning as both an educational and a political issue. Language teaching is
inextricably linked with language policy. Viewed from a multicultural
international as well as international perspective, diverse socio-political
contexts mandate not only a diverse set of language-learning goals but a
diverse set of teaching strategies. Program design and implementation
depend on negotiation between policy makers, linguists, researchers, and
teachers.” Savignon (2002, p.4)
The reason for considering the Iranian ELT curriculum within the framework
of CLT could be justified by using the work that has been done by McDonough
and Shaw (2003). They attempted to explain that there are a number of reasons
why CLT is very successful, providing a rich teaching and learning environment.
It can,
 “include a wide consideration of what is appropriate as well as what is
accurate;
 handle a wide range of language, covering texts and conversations as
well as sentences;
 provide realistic and motivating language practice;
 use what learners ‘know’ about the functions of language from their
experience with their own mother tongues.” McDonough and Shaw
(2003, p.28)
Furthermore, CLT like any instruction oriented toward proficiency goals, is
not bound to a particular methodology or curricular design, but represents a
flexible approach to teaching that is responsive to student needs and preferences
(Hadley, 2001). That is why Hadley (2001, p.118) emphasised that “in many
ways, CLT represents a repertoire of teaching ideas rather than a fixed set of
methodological procedures, and as such is not easily defined or evaluated”.
Despite the reservations and criticisms touched upon earlier, CLT has left
an indelible mark on the teaching and learning of second or other languages,
resulting in the use of communicative activities in classrooms all over the world.
In conclusion to what has been said, advocates of CLT understand language to be
inseparable from individual identity and social behaviour. I would also like to
build on Savignon’s account (2002) and conclude that not only does language
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define a community; a community, in turn, defines the forms and use of language.
She (2002) appeared to be suggesting that the norms and goals appropriate for
pupils in a given setting, and the means for attaining these goals, are the main
concerns in CLT. So,
“CLT is properly seen as an approach, grounded in a theory of intercultural
communicative competence that can be used to develop materials and
methods appropriate to a given context of learning.” (Savignon, 2002, p.22-
23)
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CHAPTER 3 RESEARCH DESIGN
“The purposes of the research determine the methodology and design of the research”
(Cohen et al., 2007, p.78).
Presented in this chapter are the methods and procedures that were used in
order to conduct this investigation. A discussion of the rationale for the research
methods is followed by a description of the populations that were sampled for the
study. The chapter is divided into (a) a restatement of the research questions; (b) a
complementary discussion regarding ELT in Iran; (c) research methodology; (d)
ethical issues (e) data collection procedures as well as a description of the study
populations; and (f) the data analysis procedures.
3.1 Restatement of Research Questions
This study examines the extent of communicative pedagogy within Iranian
National Curriculum for Teaching Foreign Languages (INCTFL), the ELT
programme and to some extent English language coursebooks for secondary
schools. The main research question that this study is aiming to address is:
To What Extent Does the Iranian National Curriculum
Include a Communicative Pedagogy?
Accordingly, this would be broken down into a number of sub questions which
are as below:
 What constraints did the curriculum authors have in designing the
curriculum?
 What was the aim of the curriculum? What achievements were
students supposed to have?
 Did the curriculum document include communicative materials?
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 What was the balance in the curriculum document between the
four language skills – speaking, listening, reading and writing?
 What was the role of English language culture in the curriculum?
 What was the role of supplementary and authentic materials3 in the
curriculum?
 What were teachers’ views of the curriculum?
It has been decided to focus on the above questions for several reasons.
Firstly, as students’ lack of success in communicating in English in different parts
of Iran was considered in Dahmardeh (2006), it has been realised that textbooks
alone are not the entire issue and there are other factors like the national
curriculum that needs to be analysed as well. Secondly, as a person who has lived
in Great Britain for some time now the researcher can distinguish between what
he used to study in Iran and what the real English language is. Furthermore,
according to the literature that has been touched upon, it is believed that in a
setting where English is taught as a foreign language, if the emphasis is on the
communicative aspect of language learning, or in other words on the pupils’
ability to use the target language for communicative purposes, then planners
would be likely to design a utilitarian-oriented curriculum, one that encourages
the development of communicative teaching materials and that is what this study
is going to establish.
3 Supplementary Materials: These are designed to be used in addition to the core materials of a
course. They are usually related to the development of skills of reading, writing, listening or
speaking rather than to the learning of language items.
Authentic Materials: These are usually defined as those which have been produced for purposes
other than to teach language. For example print materials such as newspapers or timetables, or
spoken materials such as public announcements.
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3.2 English Language Teaching in Iran
The status of ELT in Iran has already been briefly discussed within the
introduction chapter and this section is going to illustrate further the educational
system in Iran and the role of ELT. As discussed earlier, schools in Iran are
composed of three levels. The first level which is called the primary school
includes five years of studying. The students start their school at this level when
they are 6-7 years old. This is followed by middle school which is composed of
three years of education. Having finished the middle school students will be then
qualified to enter into secondary school which involves four years of studying.
Basically, the students should study twelve years to be entitled to take the national
university entrance exam in order to go to university. Concerning ELT, the
English language is a foreign language in Iran and students are taught this subject
from the first year of the middle school.
Furthermore, it has to be indicated that in Iran, girls’ schools are separated
from boys’ and there are two types of schools, Private and State schools. Private
schools are those that are administered privately and students are required to pay
tuition fees and have better facilities and equipment than state schools. On the
other hand, state schools are run by the Ministry of Education and are totally free.
It needs to be borne in mind that both state and private schools have to follow the
same regulations.
With respect to textbooks, all the textbooks for schools in Iran are produced
by the Ministry of Education and there are no alternatives available except the
ones that are prepared by the ministry. These course books are taught in both
private and state schools and all the schools are required to follow the same
syllabus.
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3.3 Research Methodology
According to Cohen et. al. (2007), methods mean the range of approaches
used in educational research to gather data which are to be used as a basis for
inference and interpretation, for explanation and prediction. Similarly, “if methods
refer to techniques and procedures used in the process of data-gathering, the aim
of methodology then is to describe approaches to, kinds and paradigms of
research” (Cohen et. al., 2007, p.47). There is no single blueprint for planning
research. Research design is governed by the notion of “fitness for purpose”.
The current research study should be viewed as exploratory in nature,
rather than an attempt to prove or disprove a hypothesis. It stems from an
epistemology which views knowledge of the world as a social construct rather
than as a given, external reality. Accordingly, in order to understand the aspects of
this world in which I was interested, I needed to inquire principally into the ways
in which this world had been constructed – that is, through the individual and
shared perceptions of the key participants in the world. The purpose of my
research was to figure out how the educational system in Iran worked, with
particular regard to the teaching of English. I needed to find out what the English
curriculum authors had in mind while designing the curriculum and how they
intended their curriculum to be implemented. I also needed to find out about the
teachers’ understanding of the programme and textbooks this curriculum had
engendered, and whether these were the same as what the authors claimed they
should be. Finally, this research aimed to learn if the current ELT programme in
Iran as implemented by teachers was as requested by its designers or was
something totally different. Thus, the current investigation was mostly about
finding out rather than proving something.
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Because my research was framed by such a socially constructive
paradigm, there were implications for the research methods I employed. The
purpose of this research was to find out about people’s understanding and what
they felt about the programme. So, basically I was looking into issues which
required me to collect qualitative data. Therefore, different approaches like
interviews which are qualitative were applied so that I could find out about
people’s own assumptions and thoughts in this regard. Questionnaires were also
used so that I could get to know more about people’s attitudes towards the subject.
Cohen and his colleagues (2007, p.78) have clarified that “the purposes of
the research determine the methodology and design of the research”. This research
is mainly based on what they presented as the elements of research design. These
elements can be summarised as:
1. A clear statement of the problem/need that has given rise to the research.
2. Constraints on the research (e.g. access, time, people, politics).
3. The general aims and purposes of the research.
4. The research questions.
5. Research methodology (approaches and research styles, e.g. survey;
experimental; longitudinal; cross-sectional).
6. Ethical issues and ownership of the research (e.g. informed consent;
overt and covert research; anonymity; confidentiality; non-traceability;
non-maleficence; beneficence; right to refuse/withdraw; respondent
validation; research subjects; social responsibility; honesty and
deception).
7. Politics of the research: who is the researcher; researching one’s own
institution; power and interests; advantage; insider and outsider research.
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8. Audiences of the research.
9. Instrumentation, e.g. questionnaires; interviews; observation; tests; field
notes; accounts; documents; personal constructs; role-play.
10. Sampling: size/access/representativeness; type: probability: random,
systematic, stratified, cluster, stage, multi-phase; non-probability:
convenience, quota, purposive, dimensional, snowball.
11. Piloting: technical matters: clarity, layout and appearance, timing,
length, threat, ease/difficulty, intrusiveness; questions: validity,
elimination of ambiguities, types of questions (e.g. multiple choice,
open-ended, closed), response categories, identifying redundancies; pre-
piloting: generating categories, grouping and classification.
12. Time frames and sequence (what will happen, when and with whom).
13. Validity & Reliability
14. Data analysis.
Having said that, the relevant elements presented above will be addressed
and discussed. This will be a report on data collection procedures.
Varieties of research instruments were applied in order to collect the
required data for the purpose of this research. Since the main research question
was designed to address the degree of communicative pedagogy within the
national curriculum, the very first thing that had to be considered was the
curriculum document. In order that one can analyse a national curriculum;
different procedures may require to be followed. The first phase can be regarded
as (a) an analysis of the curriculum by the researcher. Having performed the
analysis stage, the researcher then approaches (b) authors of the curriculum in
order to inquire further about the case. (c) Comparing textbooks with the
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curriculum, (d) questioning authors of the textbooks, (e) teachers and (f) students
about their opinions as well as (g) observing the actual field, classrooms, are
considered as other strategies to collect the required data in order to find out about
the degree of communicative pedagogy of the national curriculum.
Having specified the main aims of this research and the procedures that had
to be followed in order to address the research questions, this section will be
continued by clarifying the research instruments that were applied for the purpose
of the study.
Having spent the first year of the study on literature review, the analysis of
the curriculum was started in the subsequent year. This phase was followed by
considering appropriate methodology in order to collect the required data to fulfil
the aims of phase b – g presented earlier.
Curriculum analysis had a vital role and it was a very important process in
this research. One aspect of the curriculum was the published document. For this
reason, careful analysis of the official curriculum was a good sharing point.
Furthermore, it was very important because most of the subsequent data collection
processes were interrelated with this process. It was also important to be able to
compare the key features of this document with the understanding of those
delivering it. So, any faults at any stages of the project and curriculum analysis in
particular would have jeopardised the whole research.
In order to analyse the degree of communicative content of the curriculum
document a checklist, which is a list of principles, composed of CLT principles
was prepared. This checklist is based on the literature (Please refer to the
bibliography section) that was touched upon by the researcher as well as most
recent findings of scholars (Linguists, language teachers and those who are
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involved in ELT). Preparing the checklist was a process composed of reviewing
books and articles that discussed CLT principles. To do so, the major articles and
books that discussed CLT were considered. Having read through the relevant
literature, all CLT principles were collected and put together as a list. This was
actually the first step in designing the checklist. Having prepared the first draft, it
was then forwarded to a colleague (PhD lecturer in TEFL) who kindly read
through the draft and provided the researcher with his feedback. At this stage
some of the principles due to similarity or irrelevancy were removed and some
new principles were added. Having prepared the second draft, it was then
forwarded to one of the supervisors for her comments. Again there were some
issues raised by her that had to be considered. Having performed the above
processes, finally, the third version of the checklist was being prepared which was
used in order to analyse the curriculum document. Thus, the checklist in the very
beginning was being prepared into two sections composed of 48 principles while
the final edition which is listed below was ready in one section including 18
principles.
 It is assumed that the goal of language teaching is learner ability to
communicate in the target language and the primary function of language
is for interaction and communication. So, purposeful communication
between learners is encouraged. (Principle 1)
 It is assumed that the content of a language course will include semantic
notions and social functions, not just linguistic structure. Learning a
language involves more than simply learning grammatical patterns and
rules. One also needs to be able to put one’s knowledge to communicative
effect. (Principle 2)
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 Students regularly work in groups or pairs to transfer (and, if necessary,
negotiate) meaning in situations in which one person has information that
the others lack (Information Gap). (Principle 3)
 Students often engage in role play or dramatization to adjust their use of
the target language to different social context. (Principle 4)
 Classroom materials and activities are often authentic to reflect real life
situations and demands. (Principle 5)
 Listening, speaking, reading and writing are all active language
components, interrelated skills in the process of oral and written
communication. Moreover, skills are integrated from the beginning; a
given activity might involve reading, speaking, listening, and also writing
(This assumes the learners are educated and literate). (Principle 6)
 Comprehension is an active process where students interact with the text,
using background knowledge that they bring to the comprehension process
as well as the linguistic and rhetorical features of the text itself. (Principle
7)
 Learner centredness: Information by and from learners is used in
planning, implementing and evaluating language programmes. Any
activities which encourage learners to think about the nature of language
and ways of learning imply a more critical and reflective learner role than
those in which the learner is memorizing or manipulating language.
(Principle 8)
 Learners’ needs in relation to the target language:
g. Language-skill emphasis (Speaking, Reading, Writing, Listening)
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h. Context and situation of use, which may require different levels of
formality or different registers.
i. Language system (grammar, vocabulary, phonology) emphasis
j. Language forms (e.g. structures, vocabulary items, features of stress or
intonation)
k. Whether language systems will be used productively, receptively or
both.
l. Attention given to mechanics (handwriting, spelling, punctuation)
(Principle 9)
 The teacher’s role is primarily to facilitate communication and only
secondarily to correct errors. So, he/she needs to act as a facilitator of the
communicative process; act as a participant and act as an observer and
learner. (Principle 10)
 Teachers’ Factors:
a. Language competence (as target language users and analysts but also
as speakers of the learners’ first language)
b. Familiarity with the target language culture
c. Methodological competence and awareness (including ability to adapt
course book, and preparing supplementary material)
d. Experience of teaching the kind of learner for whom the materials are
being selected.
e. Time available for preparation
(Principle 11)
 A list of the intermediate goals (that is, the desired outcome at the end of
each learning level in terms of the skills of listening, speaking, reading,
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and writing – and cultural appreciation) should be presented. (Principle
12)
 A list of items (within phonology, grammar, and vocabulary) and of the
language operations or transformations to be taught at each level should
be prepared. (Principle 13)
 Culture is recognised as instrumental in shaping speaker’s communicative
competence, in both their first and subsequent languages. A list of the
cultural concepts to be emphasised needs to be presented. (Principle 14)
 Motivation is Central to Foreign/Second language proficiency.
(Principle 15)
 Diversity is recognised and accepted as part of language development and
use in second language learners and users, as it is with first language
users. (Principle 16)
 More than one variety of a language is recognised as a viable model for
learning and teaching. No single methodology or fixed set of techniques is
prescribed. (Principle 17)
 It is essential that learners be engaged in doing things with
language- that is, they use language for a variety of purposes in all
phases of learning. (Principle 18)
Having developed the checklist, the researcher then went through the
curriculum page by page comparing it with the checklist. Curriculum analysis in
this research is a content analysis in which the researcher started searching the
curriculum document for CLT principles provided in the checklist. To perform
such an analysis one principle was taken at a time and the whole document was
being reviewed page by page for any clues or similarities. Since the curriculum
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was in Persian the job was more difficult; because the document has to be
translated at first so that the researcher could look through the document for
similar words or phrases then. There were two main reasons why it was decided to
translate the document into English instead of translating the checklist into
Persian. Basically, since the report on findings must be written in English later on
when the analysis is finished then it was felt more comfortable to do it in this way
rather than the other way around. Moreover, although the researcher’s first
language is Persian, within the current research context he thought that he could
do the process of analysis far better in English rather than in Persian. As a result,
the researcher decided to do everything in English in order to achieve better
results.
To exemplify the process of analysis and how it worked the word ‘authentic’
can be taken as an example. Authenticity and using authentic materials is one of
the CLT principles. In order to find relevant evidence in the document, the
researcher in the first instance, started looking up the document for ‘authentic and
authenticity’. Having done that, he then started looking through the whole
document for any example or explanation that might represent authenticity. So,
this simple example may clarify how many times the document was being read
through in order to find possible evidences for CLT principles. Finding the CLT
principles inside the document is not as easy as it may seem. In most cases the
principles were not explicitly stated in the document and they had to be inferred
by considering and reading through the content of the document or presented
examples and strategies.
In order to make sure about the validity of findings arising from this process,
a university colleague who has expertise in ELT was then asked to have a look
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through the findings and provide the researcher with his feedback. He compared
the findings with the curriculum as well as the prepared checklist. So, it provided
the researcher with an opportunity to make sure his findings are valid and reliable.
Having conducted the analysis stage of the curriculum document, the
researcher then started choosing appropriate methods in order to collect the
required data to fulfil the aims of the rest of the phases.
There were two methods that could be applied in order to find out about
comments of the authors of the curriculum document, questionnaire and
interviews. While each instrument has its own advantages, in this phase, it was
decided to choose interview over the questionnaire as the first research
instrument. One of the major advantages of interviews over questionnaires is that
interviews in most cases ensure that all the participants respond to all the
questions and that the interviewer understands the participant’s responses (Phillips
and Stawarski, 2008). However, it must be emphasised that this is not always the
case. For instance, the researcher can still be puzzled by what an interviewee says.
But the point is that interviewer can ask the question again in a different way until
the interviewee is clear what they mean. As things always happen, it was decided
to design particular questionnaires for the authors as a contingency plan.
Basically, it was thought that if some people due to time limit or personal matters
could not be interviewed then there would be a contingency plan to be used as
required.
Due to time constraints, comparing textbooks with the national curriculum
was not considered officially as part of this research and it was decided to use
results from the previous research that was carried out in 2006 (It was a study in
which I thoroughly considered the degree of communicative pedagogy within the
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ELT textbooks for secondary schools in Iran) only in some cases in order to make
the issue more clear.
Initially, administering interviews to authors of the textbooks was not
included within the plan; however, later on there was an opportunity to meet one
of the authors of the textbooks. It was hoped that the results could provide further
insight into the Iranian ELT situation.
Teachers and students play an important role within each educational system
and this research is not an exception. In order to find out about teachers’
perspective regarding the case, it was decided to apply two methods.
Questionnaire was regarded as the first research instrument. Bearing in mind time
constraints, it was planned to distribute the questionnaires among 50-100 teachers.
Since every school had only one English language teacher, thus 100 participants
means visiting 100 schools because the only way to distribute these questionnaires
was the physical presence of the researcher at a school. Conducting interview
sessions was the second strategy that was chosen for the purpose of the study. It
was planned to interview 12 teachers. This allowed the study to collect further
data to be covered by the questionnaire. So, it was worth considering this option
as an alternative to get more information. However, these sessions were decided
to be unstructured interviews. They were intended to be some kinds of informal
conversations between teachers and the researcher. Therefore, no specific
questions were prepared, only a few general questions, and the researcher was
mainly supposed to leave the sessions to the teachers to make comments or any
issues that they might be interested to discuss about. According to Phillips and
Stawarski (2008, p.24), “this type of interview uses a few general questions that
can lead to more detailed information as important data are uncovered”. So, one of
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the advantages of unstructured interviews is to allow the interviewer to probe for
additional information. However, the main drawback of this type of interview is
that the interviewer must be skilled in asking follow-up questions; otherwise, the
session may go into the wrong direction or an awful amount of time might be
spent to find out about a single issue.
As stated earlier, students could have played an important role within this
study since their knowledge and experience in learning English would have been a
great help to figure out whether the language programme was implemented as it
was supposed to and claimed by the authors. This could have other important
aspects which would require a lot of discussions to be covered. Prior to visiting
Iran, there was a discussion about a possibility of designing a third type of
questionnaire for student; however, due to time limit as well as lack of
participants to perform the piloting stage it was not prepared. Having visited Iran,
it was then realised that even if the questionnaire would have been designed no
permission would be granted to administer them. It has to be clarified that this
phase (administering questionnaire to students) was not considered as one of the
main aims of the study and it was only considered as an optional method due to
time constraints.
Furthermore, classroom observation was another method that was being
considered to be deployed in order to collect further data for the purpose of this
research. Observation as a research method has a number of clear advantages over
interviews and questionnaires. According to Foster (2006, p.59),
“First, information about the physical environment and about human
behaviour can be recorded directly by the researcher without having to rely
on the retrospective or anticipatory accounts of others. For a number of
reasons such accounts may be inaccurate.
Secondly, the observer may be able to ‘see’ what participants cannot. Many
important features of the environment and behaviour are taken for granted by
participants and may therefore be difficult for them to describe. It may
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require the trained eye of the observer to ‘see the familiar as strange’ and
provide the detailed description required. Moreover, important patterns and
regularities in the environment and behaviour may only be revealed by
careful, planned observation by a researcher over a period of time.
Thirdly, observation can provide information on the environment and
behaviour of those who cannot speak for themselves and therefore cannot
take part in interviews or complete questionnaires: babies, very young
children and animals are obvious examples. It can also give data on the
environment and behaviour of those who will not take part in interviews or
complete questionnaires because they have not the time, or because they
object, or because they fear the consequences.
A final advantage, which I mentioned earlier, is that data from observation
can be a useful check on, and supplement to, information obtained from
other sources.”
It was planned that the researcher should attend 12 classes where the English
language was taught. This would have given him a chance to understand how the
English language was really taught within classrooms; as a result it would
definitely help him to gain a better understanding of the situation as well as the
points that would be mentioned by teachers. Also, it would help him to see if the
English is presented as it is required by the curriculum. According to the type of
schools and classes, since girls are separated from boys within Iranian schools, it
was planned to have 6 classroom observations at boys’ schools and 6 classroom
observations at girls’. Some of these were included to be private schools and the
rest would be the state ones. Also, there were special schools in Iran which have
been established for very talented students (school for geniuses) and it was hoped
to have some observations at these schools too.
3.4 Ethics
Ethics is another important criterion that was taken into consideration very
carefully during the whole project. Ethical issues may stem from the kinds of
problems investigated by social scientists and the methods they use to obtain valid
and reliable data. Cohen and his colleagues (2007) expressed the view that each
stage in the research sequence raises ethical issues. They may arise from the
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nature of the research project itself; the context for the research; the procedures to
be adopted; methods of data collection; the nature of the participants; the type of
data collected; and what is to be done with the data. Although no code of practice
can anticipate or resolve all problems, Cohen et al. (2007) presented a six-fold
advantage in fashioning a personal code of ethical practice.
“First, such a code establishes one as a member of the wider scientific
community having a shared interest in its values and concerns. Second, a
code of ethical practice makes researchers aware of their obligations to their
subjects and also to those problem areas where there is a general consensus
about what is acceptable and what is not. In this sense it has a clarificatory
value. Third, when one’s professional behaviour is guided by a principled
code of ethics, then it is possible to consider that there may be alternative
ways of doing the same thing, ways that are more ethical or less unethical
should one be confronted by a moral challenge. Fourth, a balanced code can
be an important organizing factor in researchers’ perceptions of the research
situation, and as such may assist them in their need to anticipate and prepare.
Fifth, a code of practice validated by their own sense of rightness will help
researchers to develop an intuitive sensitivity that will be particularly helpful
to them in dealing with the unknown and the unexpected, especially where
the more fluidic methods such as ethnography and participant observation
are concerned. And sixth, a code of practice will bring discipline to
researchers’ awareness.” (Cohen et. al., 2007, p.75-76)
Bearing in mind the codes presented above as well as Iranian situation, a lot
of efforts had been taken to protect the confidentiality of the data as well as the
participants during all the stages of the study. Since the curriculum was written by
a group of people who used to or still work for the Iranian government, any
comments from teachers or even authors might be inferred as political statements
against the government. Therefore, participants had to be assured that the
collected data would be kept confidential and no names would appear in the
research. So, the participants were provided with an information sheet which
explained to them the research, their right to withdraw from the study at anytime,
the confidentiality issues, anonymity and the fact that their names will remain
confidential during all stages as well as how these data would be used. The
participants were also provided with a consent form in which their responsibilities
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as well as their rights had been explained (Please refer to Appendix 5). Having
provided the participants with this information, they were then asked to sign the
consent form which would show their agreement to the terms and conditions of
this research.
Throughout this work, there was always a concern towards ethical issues
and the prevention of any hurt that could possibly result from the desire of
necessity, relevance and accuracy in the research. It was always kept in mind that
the participants could not be coerced into completing a questionnaire or taking
part in other parts of this research. They might be strongly encouraged, but the
decision whether to become involved and when to withdraw from the research
was entirely theirs.
3.5 Procedures and Participants
3.5.1 The Pilot Study
The significance of a pilot study is that it enables researchers to make
changes, as necessary, on the proposed instrument, whether it is used in its
original or modified form. Furthermore, piloting is to increase the reliability,
validity and practicability of the research methods. According to Wilson and
Sapsford (2006, p.103),
“A pilot investigation is a small-scale trial before the main investigation,
intended to assess the adequacy of the research design and of the instruments
to be used for data collection; piloting the data-collection instruments is
essential, whether interview schedules or questionnaires are used.”
As some researchers observed, every questionnaire must be tested and
refined under real-world conditions before it is finalised, preferably by someone
who is not involved in its preparation, which would reflect an independent point
of view (Gay and Airasian, 2003). A pilot study was conducted before the final
administration of the proposed research instruments, namely questionnaire and
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interview. This pilot study checked the purposes below according to the proposed
functions of a pilot presented by Cohen et. al. (2007):
 to check the clarity of the items, instructions and layout
 to gain feedback on the validity of the items, the operationalisation of the
constructs and the purposes of the research
 to eliminate ambiguities or difficulties in wording
 to check readability levels for the target audience
 to gain feedback on the type of question and its format (e.g. rating scale,
multiple choice, open, closed etc.)
 to gain feedback on response categories for closed questions and multiple
choice items, and for the appropriateness of specific questions or stems of
questions
 to identify omissions, redundant and irrelevant items
 to gain feedback on leading questions
 to gain feedback on the attractiveness and appearance of the questionnaire
 to gain feedback on the layout, sectionalising, numbering and itemisation
of the questionnaire
 to check the time taken to complete the questionnaire
 to check whether the questionnaire is too long or too short, too easy or too
difficult
 to generate categories from open-ended responses to use as categories for
closed response-modes (e.g. rating scale items)
 to identify how motivating / non-motivating / sensitive / threatening /
intrusive / offensive items might be
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 to identify redundant questions (e.g. those questions which consistently
gain a total ‘yes’ or ‘no’ response)
 to identify which items are too easy, too difficult, too complex or too
remote from the respondents’ experience
 to identify commonly misunderstood or non-completed items.
Conducting the pilot study not only brought a precious opportunity which
enabled the author to experience the process of conducting research prior to the
distribution, but it also helped to modify the research design. Seidman (1998)
stated that pilot studies assist researchers to discover whether their research design
is thorough. The experiences of conducting the pilot study helped the author to
think more thoroughly for the design of the research study.
As explained earlier, the pilot study in this research was conducted with
respect to the two main methods of data collection, questionnaire and interview.
Due to the nature of this research it was decided to have two types of
questionnaire for authors of the Iranian ELT curriculum and English language
teachers in Iranian secondary schools with an additional one optional
questionnaire for students. The later questionnaire was not prepared as it was
realised that the researcher would not be allowed to administer it to students.
Having prepared the questionnaires, two colleagues (PhD university
lecturers) were asked to make comments about the questions and then the
researcher distributed the questionnaires among three English language teachers
in Iran to make sure about technical matters (clarity, layout and appearance,
timing, length, threat, ease/difficulty, intrusiveness); questions (validity,
elimination of ambiguities, types of questions), response categories and
identifying redundancies prior to performing the actual field work. A number of
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issues was raised which helped revising and preparing the final version of the
questionnaires. In the very first place, the researcher was reminded about the
technical terms. There was a concern that since all the participants may not be
familiar with some technical terms then it would be a good idea to use substitute
terms or define certain items. Also, it was recommended to remove some
questions and instead add new ones to receive better results. Moreover, there were
few cases where the participants did not understand the question and the
researcher had to modify it to make it more comprehensive. Finally, some
grammatical and structural problems were pointed out and had to be fixed prior to
developing the final version.
Another important method that was applied in this study was conducting
interview sessions. One way to enhance the reliability of interviews is careful
piloting of interview schedules (Silverman, 1993). Hence, in order to fulfil the
aim of piloting regarding the interview schedules, a colleague (a PhD research
student) was interviewed. She then kindly provided the researcher with precious
feedback which helped the researcher a lot during his actual field work. The first
thing was duration of the interview and the number of questions. It was decided
that some questions must be removed or substituted with another one to help the
interview to be run smoothly. Also, it was realised that some questions were not
clear enough to be understood and they required further clarification. So, these
questions were also modified.
3.5.2 Validity and reliability
The reliability and validity of the research is a concern for an interested
researcher. In a broad sense, validity means that the data and the methods are
‘right’. Wray (2006) defined validity as,
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“In general, validity is an indication of how sound a piece of research is.
More specifically, validity applies to both the design and the methods of
research. Validity in data collection means that your findings truly represent
the phenomenon you are claiming to measure. Valid claims are solid claims
so validity is one of the main concerns in research.”
Similarly, Denscombe (2003, p.301) argued that “the idea of validity hinges
around the extent to which research data and the methods for obtaining the data
are deemed accurate, honest and on target”. Wray (2006) further defined
reliability as,
“Reliability has to do with the quality of measurement. In research, the term
reliability means "repeatability" or "consistency". A measure is considered
reliable if it would give us the same result over and over again (assuming
that what we are measuring is not changing!).”
Prior to proceeding further, I would like to explain about the type of
research that my study is based upon. Basically, the current study was designed on
both qualitative and quantitative approach. A qualitative approach was appropriate
in this research as it helped the researcher to explore and understand people's
beliefs, experiences, attitudes, behaviour and interactions. Qualitative research
techniques such as curriculum analysis and in-depth interviews were used in order
to find out about a variety of aspects of communicative pedagogy. At the same
time, quantitative research was being applied which involved the use of structured
questionnaires and a larger number of respondents were involved. The essential
characteristic of quantitative research was that it employed categories, viewpoints,
and models that had been precisely defined by the researcher in advance, and
numerical or directly quantifiable data were collected to determine the
relationship between these categories.
In qualitative data validity might be addressed through the honesty, depth,
richness and scope of the data achieved, the participants approached, the extent of
triangulation and the disinterestedness or objectivity of the researcher. In
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quantitative data validity might be improved through careful sampling,
appropriate instrumentation and appropriate statistical treatments of the data
(Cohen et. al., 2007).
Maxwell (1992), echoing Mishler (1990), suggested that ‘understanding’ is a
more suitable term than ‘validity’ in qualitative research. Accordingly, researchers
are part of the world that they are researching, and they cannot be completely
objective about that, hence other people’s perspectives are equally as valid as their
own, and the task of research is to uncover these.
Questionnaires are measurement instruments and accordingly, they must
possess adequate reliability and validity. Yet according to Dornyei (2003, p.84),
“even in cases where there are no resources and opportunities for elaborate
validation exercises, we should strive for a questionnaire that has appropriate and
well-documented reliability in at least one aspect: internal consistency”. He
(2003) further defined the internal consistency as “the homogeneity of the items
making up the various multi-item scales within the questionnaire”. So, if the
instrument for this study had it, then I could feel fairly safe. In order to meet
internal consistency reliability the researcher, as sated by Dornyei (2003), made
sure that his questionnaires had (a) multi-item scales and tried to avoid applying
single items as much as possible. He also had to ensure that (b) the items would
work together in a homogeneous manner, that is, if they measure the same target
area. In order to be assured about the later issue, the researcher mostly relied on
his pilot study which was a big help in order to modify some items and keep some
other. For instance, in some cases the researcher realised that some questions did
not ask what they really meant to ask, so they had to be revised. Also, the order of
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some questions or items was changed to be assured that everything would work
better.
Regarding interview sessions, perhaps the most practical way of achieving
greater validity is to minimise the amount of bias as much as possible (Cohen et.
al., 2007). They (2007) further described the sources of bias as the characteristics
of the interviewer, the characteristics of the respondent, and the substantive
content of the questions. With respect to reliability of interviews, Silverman
(1993) argued that it is important for each interviewee to understand the question
in the same way. According to him (1993), as partially presented within the
piloting section, the reliability of interviews can be enhanced by: careful piloting
of interview schedules; training of interviewers; inter-rater reliability in the coding
of responses; and the extended use of closed questions. Regarding this study, the
pilot study played an important role in order to assess the reliability and validity
of the interview instrument.
3.5.3 Questionnaires
One of the main phases in this research is data collection and possibly the
most important part in this phase would be questionnaires (Full content of
questionnaires is provided in Appendix 6). “Questionnaires are any written
instruments that present respondents with a series of questions or statements to
which they are to react either by writing out their answers or selecting from
among existing answers” (Brown, 2001, p.6). Alreck and Settle (1995) regarded
questionnaire as the most common data collection method. Similarly, Dornyei
(2003, p.3) believed,
“Because the essence of scientific research is trying to find answers to
questions in a systematic manner, it is no wonder that the questionnaire has
become one of the most popular research instruments applied in the social
sciences. Questionnaires are certainly the most often employed data
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collection devices in statistical work, with the most well-known
questionnaire type—the census—being the flagship of every national
statistical office.”
On the other hand, Wilson and Sapsford (2006) argued that questionnaires are just
as much highly structured methods of data collection as are interview schedules.
According to them (2006, p.102), “their [questionnaires] chief advantage over
interviewer-led methods is that they are cheap, particularly if they can be group-
administered. … and it is far quicker to conduct an investigation by questionnaire
than by any other highly structured data-collection method”.
The typical questionnaire is a highly structured data collection instrument,
with most items either asking about very specific pieces of information or giving
various response options for the respondent to choose from. However, nothing is
more confusing, frustrating, and potentially embarrassing than a poorly designed
or improperly worded questionnaire. Administering questionnaires in this study
was composed of three main stages: Designing, Piloting and Distribution. Due to
the nature of this research it was decided to have two types of questionnaire, one
for authors of the Iranian ELT curriculum and another for English language
teachers in Iranian secondary schools. As it was stated earlier, the authors of the
curriculum were interviewed and the questionnaires were only designed in case
that they might not agree to be interviewed or other unpredicted events would
happen.
Questionnaire design is a logical process that can be divided into simple steps. In
order to design the questionnaires, the procedures introduced by Dornyei (2003)
were mostly followed. According to him, constructing a good questionnaire
involves a series of steps and procedures, including
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 Deciding on the general features of the questionnaire, such as the length,
the format, and the main parts.
 Writing effective items/questions and drawing up an item pool.
 Selecting and sequencing the items.
 Writing appropriate instructions and examples.
 Piloting the questionnaire and conducting item analysis.
3.5.3.1 Length
Basically, this phase was started by considering the general features of the
questionnaire. Most researchers agree that anything that is more than 4–6 pages
long and requires over half an hour to complete may be considered too much of an
imposition (Dornyei, 2003). Therefore, it was decided to stick to this guideline
and limited the questionnaires into 4 pages. As a result, the questionnaires for the
authors were prepared in 3 pages and the teachers’ ones in 4 pages. However,
since the Persian translation of questions had to be included within the teachers’,
for those who might not understand English; therefore, the questionnaire filled up
to 8 pages.
3.5.3.2 Layout
Sanchez (1992) pointed out that the design of the questionnaire layout is
frequently overlooked as an important aspect of the development of the
instrument which is a big mistake. Dornyei (2003, p.15) further argued,
“…the format and graphic layout carry a special significance and have an
important impact on the responses. Over the past 15 years I have
increasingly come to the belief that producing an attractive and professional
design is half the battle in eliciting reliable and valid data.”
For the same reason, it was decided to choose university headed papers instead of
printing the questionnaires on blank A4 sheets. I received a very positive feedback
on this case from the participants during the piloting stage. According to them,
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this made the questionnaires more legitimate as well as more interesting. The
researcher also tried to make the questions as short as possible. The papers that
were used were typical A4 size sheets. It was also tried to use different font sizes
as well as applying bold, italic and underlined features to separate different
sections of the questionnaire from each other.
3.5.3.3 Sensitive topics and anonymity
Respondents are sometimes reluctant to give honest answers to sensitive
questions. Dornyei (2003, p.17) argued that “Questionnaire items differ greatly in
terms of how threatening/imposing/sensitive/ embarrassing they feel”. As a result,
in order to cope with such an issue the researcher tried to make the respondents
comfortable by assuring them about the confidentiality and anonymity within the
information and consent sheet. It was also tried to avoid including sensitive
questions as much as possible.
3.5.3.4 Title and Instructions
Having considered the general features of the questionnaires, this chapter
will be continued by describing the main parts of the questionnaires. Just like any
other piece of writing, a questionnaire should have a title to identify the domain of
the investigation and to provide the respondent with initial orientation. The title of
the questionnaire was then followed by instructions. This information was
provided within the first couple of pages of questionnaires which were categorised
as the information sheet and the consent form. It was explained to the participants
about what the study is about and why it is socially useful. It was further
explained to them that this study is part of a research study in Great Britain and no
parts of the research as well as their details would be shared with Iranian
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governmental bodies or any other third parties. Confidentiality was further
promised and the participants were thanked for taking part in the survey.
3.5.3.5 Questionnaire Items
After the instructions comes the central part of the questionnaire, the actual
items. The first step in preparing the questionnaire items is to specify their content
in explicit terms. According to Dornyei (2003), vague content specifications can
pose a serious threat to the validity and reliability of the instrument, particularly in
two areas:
 The appropriate sampling of the content;
 The preparation of multi-item scales.
In order to prevent the above scenario from happening, the researcher tried to
focus on clarifying the research problem and identifying what critical concepts
needed to be addressed by the questionnaire.
“The temptation is always to cover too much, to ask everything that might
turn out to be interesting. This must be resisted.” (Moser and Kalton, 1971,
p.309)
The researcher finally managed to cope with the difficulty. To illustrate this
process, in order to follow a more systematic approach he had to get back to the
literature that he earlier reviewed as well as the research questions that he was
trying to address. So, six main dimensions of this research were identified:
constraints; goals; communicative materials; language skills; culture; and
supplementary and authentic materials. The researcher then used this list to guide
him in generating the item pool.
This section is going to explore the various types of questionnaire items by
first presenting the most common question types: Closed-ended questionnaire
items (Ratings scales, Multiple-choice items, Rank order items, Numeric items,
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Checklists) and Open-ended questionnaire (Specific open questions, Clarification
questions, Sentence completion items, Short-answer questions) (Phillips and
Stawarski, 2008 and Dornyei, 2003). In order to increase the reliability of the
questionnaires it was decided to apply both types of closed and open ended
questions. The major advantage of closed-ended questions is that their coding is
straightforward and leaves no room for subjectivity. On the other hand, in open-
ended questions there is always a chance that they can lead us to identify issues
not previously anticipated.
So, in these questionnaires Likert scales items, Numerical rating scales items,
‘yes’ or ‘no’ items, Specific open questions, Clarification questions, Short-answer
questions were being used.
3.5.3.6 Final ‘thank you’
“It is basic courtesy, yet it is all too often overlooked, that the respondents
should be thanked for their cooperation at the very end of the questionnaire. After
all, they have done us a favour” (Dornyei, 2003, p.24). Similarly, the researcher
also in order to show his gratitude to those who kindly participated in his survey
dropped a line at the end of the questionnaire stating:
Many thanks for the time that you kindly spent to fill out this questionnaire.
3.5.4 Interviews
As discussed earlier, one of the main research methods within this study was
conducting interview sessions. In fact, the data that were included in this study
about the authors of the curriculum were mainly collected via interview sessions.
There were also interview sessions with some of the Iranian language teachers as
well as one of the authors of the textbooks.
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The interview is a flexible tool for data collection, that is according to
Cohen et. al. (2007, p.349) “enabling multi-sensory channels to be used: verbal,
non-verbal, spoken and heard”. Interviews enable participants to discuss their
interpretations of the world in which they live, and to express how they regard
situations from their own point of view. In these senses the interview is not simply
concerned with collecting data about life: “it is part of life itself, its human
embeddedness is inescapable” (Cohen et. al., 2007). Furthermore, Phillips and
Stawarski (2008) stated the key steps to ensure a successful interview process as,
 Develop the Questions to Be Asked
 Test the Interview
 Prepare the Interviewers
 Provide Clear Instructions to the Participants
 Schedule the Interviews
With respect to this study, the stages of an interview investigation set out by
Kvale (1996) were followed. During the preliminary stage (thematising), a
decision had to be made about the purpose of the research. In order to do so, the
researcher began by outlining the theoretical basis of his research, its aims, the
practical value and the reasons why the interview would be the most relevant
method.
During the next stage (designing), the researcher started to prepare the interview
schedules themselves. This involved translating the research objectives into the
questions that would actually make up the main body of the schedule. It had to be
done in such a way that the questions would properly and adequately reflect what
the researcher tried to find out. This task started by writing down the variables
that were supposed to be dealt with in the investigation. These variables were
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those that were trying to be measured and they were defined according to the
research questions; main aims, students’ achievements, the extent of
communicative pedagogy, constraints, role of the culture of English speaking
countries, balance in including four language skills, supplementary and authentic
materials.
In designing questions for the interviews, the researcher mostly followed what
was suggested by Arksey and Knight (1999). According to them, attention has to
be given to
 “the vocabulary to be used (keeping it simple)
 the avoidance of prejudicial language
 the avoidance of ambiguity and imprecision
 leading questions (a decision has to be taken whether it is justified to use
them)
 the avoidance of double-barrelled questions (asking more than one point at
a time)
 questions that make assumptions (e.g. Do you go to work in your car?)
 hypothetical or speculative questions
 sensitive or personal questions (whether to ask or avoid them)
 assuming that the respondent has the required knowledge/information
 recall (how easy it will be for the respondent to recall memories).” Arksey
and Knight (1999, p.93-95)
Setting up and conducting the interview made up the next stage in the procedure
(interviewing). At this stage, the procedures that Tuckman (1972) had reviewed
were being adopted. The session was started by informing the participant of the
nature and purpose of the interview. It always kept in mind to be honest yet
without risking biasing responses. Best efforts had to be taken into consideration
to avoid being judgemental. It is very important for the participants to feel
comfortable and I strove to put them at ease. The researcher also explained the
conduct of the interview (what would happen, how, structure and organisation of
the interview), how responses would be recorded and if they would not mind the
session to be recorded. Sometimes, during the sessions, the interviewees were
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rambling off the point and there was a need to steer them without being impolite
which was quite tough.
3.5.5 Classroom Observation
Classroom observation was another potentially useful data collection
method in observing participants and recording any changes in their behaviour. As
part of a research study, observation can be used for a variety of purposes. It may
be employed in the preliminary stages of a research project to explore an area
which can then be studied more fully utilising other methods, or it can be used
towards the end of a project to supplement or provide a check on data collected in
interviews or surveys (Foster, 2006).
Philips and Stawarski (2008) presented some guidelines for effective
observation. These guidelines are,
 Observations Should Be Systematic
 Observers Should Be Knowledgeable
 The Observer’s Influence Should Be Minimized
 Observers Should Be Selected Carefully
 Observers Must Be Fully Prepared
Concerning the study, bearing in mind the research questions as well as the
literature that was reviewed the list below as a checklist was prepared so that the
researcher could be ready for the points that he was looking for. He also chose
video recording as the method of observation.
- Classroom Environment
- The way of sitting – both students and teacher
- How does a teacher start a lesson?
- Does he/she speak English? How often?
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- Are there any activities (role playing or plays) in the class during
teaching?
- Does a teacher involve students in teaching?
- How does a teacher correct errors?
- How does a teacher teach grammatical rules?
- Teaching four language skills!
- Is it a teacher-centred class or student-centred one?
- Does a teacher use authentic and supplementary materials (Materials in
general)?
- Assignment.
- How does a teacher end the session?
While observation has a number of advantages which has been discussed
earlier, it has its own limitations too. Foster (2006) argued that, the environment,
event or behaviour of interest may be inaccessible and observation may simply be
impossible. A second limitation is that people may, consciously or unconsciously,
change the way they behave because they are being observed, and therefore
observational accounts of their behaviour may be inaccurate representations of
how they behave ‘naturally’.
“A third limitation is that observations are inevitably filtered through the
interpretive lens of the observer. It must therefore be emphasized that
observations can never provide us with a direct representation of reality.
Whatever observational method is used, what the observer obtains from
observational research are constructed representations of the world.
Moreover, observers inevitably have to select what they observe and what
observations they record. Sometimes the basis of these selections is made
explicit, but at other times it is not, and clearly there is a danger that the
researcher’s preconceptions and existing knowledge will bias his or her
observation.” (Foster, 2006, p.59-60)
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Finally, it is worth emphasising that observational research is very time-
consuming, and therefore costly, when compared with other methods of data
collection.
3.5.6 The Field Work
Having considered the rationale behind choosing the research methods for
the purpose of this study as well as explaining the procedures in designing and
preparing the materials as well as research instruments, I would like to continue
this chapter by explaining about the actual field work and what really happened.
As discussed earlier, the data collection took place in Tehran. The researcher
started to visit Iran at the beginning of 2008 since this was when the second term
started in the Iranian secondary schools. Furthermore, it was anticipated that
receiving permission from the authorities would be a very time consuming
process and would involve a lot of paper work; therefore, it was decided that he
had to stay in Iran for nearly three months (January, February and March 2008).
The researcher came back to Great Britain by the end of March and then he started
analysing the collected data.
Prior to starting the field work, a sampling strategy had to be considered
very carefully. The first step in the sampling procedure was to identify the target
population. The population is the group of interest for which the researcher would
like to generalise the results of the study. Due to the purposes of our research it
was determined that there had to be three groups of participants in this project.
The first group was composed of authors of Iranian national ELT curriculum; the
second group involved authors of the English language textbooks for secondary
schools and the third group was composed of English language teachers of
secondary schools in Iran. Since all the authors were from Tehran (capital city of
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Iran) and due to accessibility as well as other constraints it was decided to carry
out the research in Tehran.
Basically, the current study is considered as a cross-sectional study.
According to Cohen et al. (2007, p.213),
“Cross-sectional studies involve indirect measures of the nature and rate of
changes in the physical and intellectual development of samples of children
drawn from representative age levels. The single ‘snapshot’ of the cross-
sectional study provides researchers with data for either a retrospective or a
prospective enquiry.”
When the population of interest is large or geographically scattered, the study of
such a population requires too much effort, money, and time. The purpose of
sampling is to obtain information about a population. According to Gay and
Airasian (2003), sampling is the process of selecting a number of individuals for a
study in such a way that the individuals represent the larger group from which
they were selected. Selection of a sample is a very important step in research since
the appropriateness of a sample determines the generalisability of the results.
Prior to going to Iran, due to circumstances, I was not sure whether I could
interview even one of the authors of the curriculum but I managed to interview 3
of them. Having interviewed one of the authors, I was then provided with the
contact details of two others who did agree to be interviewed as well. As
discussed earlier, it was planned to interview 12 teachers in Iran as well.
However, the situation turned out to be worse and no permission was granted in
order to conduct interview sessions with the teachers. However, 3 teachers, 2
males and 1 female, kindly offered me a chance to be interviewed. Two of them
were language teachers in schools that were established for very talented students
and the other one was a teacher who was also involved in designing the Pre-
University Level (equal to A-level in Great Britain) English language textbook
which was published nearly four years ago.
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Concerning the authors group (both curriculum and textbooks), each
interview took about an hour and according to the participants’ preference, two of
them were conducted in English while the other two were in the Persian language.
Totally, there were 3 male and 1 female participants. Two of them were PhD
university lecturers with 10 and 9 years experience in designing foreign language
curriculum, one of them was a language teacher with 4 years experience in
designing foreign language curriculum and the other one was a head teacher at an
in-service training institute for English language teachers with 23 years
experience in ELT.
Concerning the teacher participants, since there was no official curriculum
document available to them to consult with it was decided to base the interviews
on the programme that was running at the time of data collection in schools for
ELT. By the programme I mean textbooks and possible teaching strategies that
might be advised or introduced by the Ministry of Education. The questions in
interviews were divided into two main parts, Teacher’s Understanding of the
Programme and Teacher’s Personal Teaching Strategies.
Having designed both types of questionnaires as well as executing the
piloting stage, it was time to distribute the questionnaires. It was agreed that in
order to have a valid and reliable data there had to be 50 participants; therefore,
100 questionnaires were supposed to be distributed in order to get at least 50
responses back. One of the main constraints that the researcher had was getting
into schools in order to observe classrooms, as one of the methods of data
collection, as well as distributing his questionnaires among English language
teachers. In order to distribute questionnaires in schools it was necessary to get a
formal permission, something like an ethical approval, from the Iranian Ministry
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of Education. As a PhD research student who deals with Ministry of Science,
Research and Technology, the researcher had to be introduced to the Ministry of
Education through an official letter. Having introduced himself to the Ministry of
Education, he then realised that since he was conducting the study in Great Britain
and due to political chaos that has existed between the two countries, he would
never be granted such a permission to carry out his research within Iranian
schools. Therefore, the researcher had to find another way in order to collect the
required data. Having tried different channels, he then found a friend who had
some connections within the Ministry of Education.
Basically, Tehran is divided into 20 separate districts and if one plans to
carry out a research through different districts, he/she would require getting
official permission from authorities in each district separately. However, he/she
would have to have an official permission from the Ministry at first. Given my
situation, my friend could get me an official letter from one of the districts
authorities; although, I did not have the first official letter from the Ministry of
Education. In order to get the letter, I was requested to submit a copy of
questionnaires to authorities at the district to be verified. Having read through
questionnaire, they had signed all the pages and returned them to me. I was then
introduced to schools by a letter that will be referred to as the permission letter
hereafter.
Concerning the data collection within schools, because of an unreliable
postal system in Iran and since schools did not have proper e-mail addresses to be
checked regularly, the only option left was visiting schools in person. It was
planned to visit nearly 100 schools in Tehran, which took about two weeks. To
clarify, due to high traffic in Tehran, a motorcycle and its driver were hired to
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facilitate the whole process of distribution. So, everyday the researcher had to go
to schools at 7.00 AM with the motor driver in order to hand the questionnaires to
schools. Due to school regulations, he was not permitted to speak to teachers
during school hours; therefore, questionnaires were handed to principals and they
were supposed to hand them to their English language teachers. This process took
him nearly 10-20 minutes per school since he had to present his letter of approval
(the permission letter), an ID and a summary of the research. Having distributed
the questionnaires, they were then supposed to be collected in two weeks time.
Unfortunately, after two weeks there were still quite a number of teachers who did
not fill the questionnaires out, so practically it took the researcher nearly a month
till all the responses were collected. In the event, 51 completed questionnaires
were managed to be gathered by this method.
Classroom observation was considered as another research method to collect
data. Unfortunately, due to the regulations that existed within the Iranian
educational system, the researcher was not allowed to do this on a systematic
basis. However, 2 teachers, through friendship, offered him an opportunity to
observe and videotape their classrooms.
3.6 Data Analysis
“Analysis means the separation of something into its component parts”
(Denscombe, 2007, p.331). Denscombe (2007) further argued that, to do this the
researcher first needs to identify what those parts might be, and this links with
further meaning of analysis, which is to trace things back to their underlying
sources. Analysis, then, involves probing beneath the surface appearance of
something to discover the component elements which have come together to
produce it. By tracing things back in fashion, the researcher aims to expose some
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general principles that can be used to explain the nature of the thing being studied
and can be applied elsewhere to other situations.
Since the procedure of curriculum analysis has already been discussed
earlier in this chapter, the purpose of this section is to consider how the researcher
analysed the rest of the collected data. In any study, the analysis of data is an
ongoing, as well as demanding, process that requires the researcher’s tremendous
attention. A rich and meaningful analysis of the data would not be possible if
analysis had been begun after all data were collected (Merriam, 1998). The data
analysis started when the researcher entered into the research field. For this
project, the process of analysis began with the creation of a conceptual
framework. Throughout this period he has been jotting down countless notes
about potential avenues for enquiry, what he might expect, how to reach for
answers that are not immediately forthcoming, and how to create a solid
foundation for the eventual analysis. The process of analysis composed of two
directions: in-field and out-of-field (Bogdan and Biklen, 1998). The in-field
analysis involved making continuous observations and taking notes—all the while
trying not to lose himself in the amount of information and knowledge he was
gathering. The field notes, interviews, and transcriptions often created a work load
that was difficult to manage. The researcher kept writing whenever thoughts or
questions emerged. Such a continuous process allowed him to keep ahead of the
mountains of information he collected. Due to circumstances, all the interview
sessions were conducted prior to receiving the questionnaires back. So, the first
thing that had to be done was transcribing the interviews. Having done that, the
researcher then had to translate some transcripts into English since they were in
Persian.
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Out-of-field analysis began after data collection ended. At this point, I found
myself sitting in front of mounds of papers, notes, scraps and transcriptions. At
the time the researcher felt almost lost, and he looked for methods by which he
could manage the information in front of him. Where to start? Is he on the right
track? Was he losing sight of his goal? He had to leave the whole thing for a while
and come back with a fresh mind, recharged and looking forward to solving the
puzzle so he could see what picture it would reveal. The basic steps the researcher
undertook in organising and analysing the collected data involved the components
below.
3.6.1 Coding and Organising Data
The entire transcript of each interview was being read for the first time to
have an overall idea of the content. At the second time of review, marginal notes
were being applied to code the interview transcriptions. These notes were mainly
taken during the interview sessions i.e. further clarifications by the participants.
Then the researcher categorised and classified the documents according to
conceptual aspects: words, phrases, people, even settings. He designed an analysis
chart in which he put the original raw data on the left side and put his reflection
and search for themes on the right side. Rossman and Rallis’s (2003) suggestions
for generating categories, themes and coding were applied in the analytic process
of this study. They suggested that “looking for recurring words” from
participants’ descriptions and that “coding is the formal representation of
categorizing and thematic analysis” (p. 284). This two-phase process demanded
extensive reading, rereading, resorting, refining, rechecking and revising. Such a
procedure helped the researcher to construct bridges and create relations among
various bits of information as he retrieved them, until he felt he had identified
Chapter 3 Research Design Page | 116
preliminary concepts and units of information that could be extracted and written
about. Moreover, during the process of searching for themes, the researcher
reminded himself of the research questions and theoretical perspectives guiding
the research.
Concerning the collected questionnaires, a different strategy had to be
applied. In order to analyse the questionnaires, instead of using common and
sophisticated computer programmes like SPSS, it was preferred to use traditional
desk based analysis. To do so, all the questionnaires were first scanned and then
they were converted into Microsoft Word format via Readiris which is a
programme to convert written transcripts and texts into digital format. Having
done that, separate files for each question in the questionnaires were created.
These files were categorised according to gender of participants, male or female;
type of school, state or private and unknown, those who did not include their
names and gender.
3.6.2 Making Meaning
Having done the process of coding and organising as well as setting
preliminary concepts, the phase of making meaning and interpretations arrived.
Such interpretation began by asking specific questions regarding the data that had
been accumulated: What explanations does it reveal? How does it answer the
research questions? Working back and forth between the data as well as
perceptions and understanding helped to make sense of the information and the
evidence that had been gathered (Patton, 2002), as well as extract the main themes
of this study. One of the main strategies that was used to present the data involved
interpretations through intensive descriptions. By applying such a method the
researcher tried to relate his personal background, as well as his professional
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experience and understanding, to the creation of a meaningful investigation
(Lightfoot and Davis, 1997).
The basic strategy that was used in this case to analyse data was
triangulation, through using various sources for information previously
mentioned, including interviews, questionnaires, and documents. Triangulation
seeks to quickly examine existing data to strengthen interpretations and improve
policy and programmes based on the available evidence. This procedure is helpful
in dealing with multifaceted perspectives within a complex context, as in the
present case (Merriam, 1998).
Prior to concluding this chapter, I would like to make a point about applying
the above strategies in the process of data analysis. As mentioned earlier, the
whole analysis was a desk based one and common computer programmes were
not used. In the beginning of my PhD study at the university of Warwick I
attended four training courses for SPSS (to analyse quantitative data) and NVivo
(to analyse qualitative data) running by the university as well as the department.
Frankly, I thought that I would definitely use them during the data analysis and in
fact I did. During the beginning of my data analysis I spent about 2-3 weeks on
using these programmes; however, later on I found them too time consuming and
not useful as I anticipated. Having consulted the case with my supervisor, he very
kindly understood my case and suggested me to choose my own preferred method
for data analysis and that was why I chose to do a desk based analysis. So, if I
would apply the above mentioned programmes then I would have had to spend
quite an awful time (3-4 times more) on my data analysis and I doubt that the
results would be that much useful.
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In this chapter, issues such as the materials, the detailed research questions
for the investigation, the pilot study, the condition of the participants, the design
of the research methods and its implementation procedure of the research were
listed and discussed. Also a discussion was presented on how the collected data
were analysed. In the next chapter, detailed data results collected through the
above research methods will be presented.
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CHAPTER 4 FINDINGS
Using the methodologies described earlier, different types of data have been
collected. The results are presented in this chapter in three main sections: the
curriculum analysis, the questionnaires and the interview sessions.
4.1 The Curriculum
The curriculum document ran to 70 pages in the Persian language. It was
written by 8 people within the Iranian Ministry of Education (Textbooks planning
and designing office) (Anani Sarab et al., 2006) some of whom are authors of the
English language textbooks which are used within Iranian secondary schools.
The Iranian foreign language curriculum was designed in 15 months.
Members of a committee that was established in order to design and prepare the
document held more than 45 meetings and spent more than 400 hours work out of
the meetings in order to prepare the document. According to the curriculum
document (Anani Sarab et al., 2006, p.2 ), there was an induction session as the
first meeting for members of the committee in 2005 in which the importance of
preparing a framework for foreign language programme as well as how to design
it were considered. Then it was decided that some members of the committee
should be responsible for preparing drafts of the curriculum out of the meetings
and if necessary they could use comments of other experts who were not members
of the committee to fulfil such an aim. Having prepared the drafts, each time they
were being discussed during a meeting. Outcomes of the meeting as well as
possible modifications were applied to the drafts and again the modified versions
were presented to the committee during the subsequent meeting in order to be
approved by all the members. Since this section is mainly about an analysis of the
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curriculum document, more information about the document can be found in
Appendix 2.
4.1.1 Findings
Having explained about how the curriculum was prepared in the first place
as well as its layout, this section is going to present results and findings of an
analysis of the Iranian national curriculum. The process of analysing the
curriculum document has already been discussed thoroughly within the previous
chapters. Just as a quick note, the literature on CLT was examined and a list of
key principles was derived from this literature which formed the analytical
framework against which the curriculum document was evaluated. Since, all the
quotations in this section are taken from the curriculum document (Anani Sarab et
al., 2006); only page numbers will be presented.
Prior to presenting the findings, I would like to indicate that it was explicitly
stated in the curriculum document that “the theoretical frameworks of the
curriculum are designed based on the communicative approach” (13). There
was a discussion among the authors about which approach was more compatible
with the nature of language and language learning and in practice would result in
more practical outcomes. They then concluded that the available knowledge and
research emphasised the communicative approach and this was also the prevailing
approach internationally (3).
As discussed in previous chapters, in order to analyse the degree of
communicative content of the curriculum document, a checklist which is a list of
principles, composed of CLT principles was prepared. Below are the findings of
the analysis of the curriculum document which was carried out by the means of
the checklist.
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Principle One
It is assumed that the goal of language teaching is learner ability to communicate
in the target language and the primary function of language is for interaction and
communication. So, purposeful communication between learners is encouraged.
Being able to communicate in the target language is one of the main
concerns of CLT (Finocchiaro & Brumfit, 1983). Similarly according to the
document (13),
“The main approach of the curriculum for teaching foreign languages is
based on a perspective that language is a tool to communicate and
exchanging thoughts, so learning a foreign language requires acquiring
communication ability which could be achieved through communicating a
language actively in especial situation.”
So, it could be argued that this document has explicitly stated its main aim as
communicating in the target language which could be a justification for the first
principle of CLT presented as principle 1 of the checklist. Also, according to the
document (18), language learners were supposed to express what they meant as
well as their thoughts in different subjects to audiences either in oral or written
forms. This issue was pointed out explicitly in the goals section of the document.
Having considered the fact of how important communication’s role and its
practice are, it is necessary to mention that although the authors considered this
feature within the curriculum document frequently there was no discussion about
the purposeful communication between students which is a concern of the second
part of this principle. Therefore, there had to be some clarifications about the
communication between students and how it could be purposeful. For instance, a
programme could not be communicative if it only requires students to talk to each
other about a topic since this could be even practised as a drilling exercise while
no communication resulted. That would be the case since, pupils can memorise
and repeat the same non-communicative cliché again and again but there is a
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danger that they may not even understand what they say. Moreover, it is very
likely that they may not be able to apply their knowledge in the real situation.
Principle Two
It is assumed that the content of a language course will include semantic notions
and social functions, not just linguistic structure. Learning a language involves
more than simply learning grammatical patterns and rules. One also needs to be
able to put one’s knowledge to communicative effect.
According to this principle, language programme does not only deal with
linguistic structures but it is also concerned with meaning. This issue was
mentioned on page 14 of the document as,
“Educational activities are defined based on the extent of prevailing meaning
on language form. And it includes a variety of activities in which the extent
of attention towards the meaning would be increased. In other words, the
educational activities are included in a group which practice and repetition
are in one side (in which language form is dominant) and in another side
there are communicative educational activities (in which attention towards
the meaning is dominant).”
The curriculum document divided language learning and activities into two main
categories. The first emphasises language form while in the second category
emphasis is on the meaning. So, it can be concluded that this document not only
had justified the language form but also the meaning and it might be viewed as
communicative material; because of a balance that it presented in practising both
aspects (meaning and form) of language learning.
Principle Three
Students regularly work in groups or pairs to transfer (and, if necessary,
negotiate) meaning in situations in which one person has information that the
others lack (Information Gap).
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Considering CLT principles without talking about the information gap as
one of the most important principles might be quite unfair. According to the
curriculum document (41),
“A type of communication activity commonly used in language teaching in
which the pieces of information required to complete a task or to solve a
problem are divided between two or more participants. In these types of
activities all members of a group have similar images or information which
some parts are missing. The participants should transfer the information that
they have to the other members till all the missing parts would be found.”
The above extract was presented under the Activities and Learning Strategies
heading in the curriculum document. As the document exemplified, the
information gap refers to activities in which some people have some information
while the others do not and this could help the students as part of language
learning. The information gap is considered to be one of the main principles of
CLT and the document also presented it within a section regarding activities and
instructions for language learning. The Information gap activities have a vital role
within CLT since they can help to strengthen all four language skills
simultaneously. However, the above quotation was the only evidence that could
be found which directly addressed the issue.
Principle Four
Students often engage in role play, dramatization or group work to adjust their
use of the target language to different social context.
Like many other language teaching programmes, CLT also has a section
which concentrates on role play or group work activities (Principle 4). This
feature was also included in the curriculum as Controlling Principles of Teaching-
Learning Activities (39). So, one of the principles of the curriculum was:
“Establishing various learning opportunities like group working, discussions,
individual and group projects, role playing and game, etc.”
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Although the document referred to this principle within the strategies for language
learning there was no evidence on how important it could be in the actual
programme. In other words, it is true that the document referred to role play as an
activity which might help language learning but it did not show the extent of its
emphasis on such activities.
Principle Five
Classroom materials and activities are often authentic to reflect real life
situations and demands.
The concept of authenticity is central to CLT, with the pupils being exposed
to the same language as a native speaker. The document paid a great attention this.
Having read through the document it was found that the curriculum indicated that
‘the programme would keep it in mind the need to use real materials constantly
(p.16)’ as its main principle. Also, in the objective sections (21), it was pointed
out that students needed to understand advertisements or brochures. Moreover,
somewhere else (35) in a section about Principles in Organising Contact and
Teaching-Learning Experiences, it was explained that,
“Listening materials should be recorded by native speakers of English and
they should be taken from real situations. Also, reading materials should be
taken from authentic texts.”
Principle Six
Listening, speaking, reading and writing are all active language components
interrelated skills in the process of oral and written communication. Moreover,
skills are integrated from the beginning; a given activity might involve reading,
speaking, listening, and also writing (This assumes the learners are educated and
literate).
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Still, there are some other needs that were not pointed out explicitly in the
document. For example, language skills (listening, speaking, writing and reading)
are issues that the document did not mention within the goals of the programme.
However, they were considered in detail through the objectives section through
presenting some examples.
 Listening: Students should comprehend short stories, advertisements and
brochures as a spoken form (21).
 Reading: Students should follow a food recipe, how to do a puzzle or how
to follow a logical problem (21). Or the students should read and
comprehend written texts, either authentic or modified (21).
 Writing: Students need to write a simple text, greeting cards, notes, letters
and emails (23).
 Speaking: Students should be able to initiate or end a conversation.
Although the curriculum pointed out the importance of language skills within the
objectives section it might be argued that the amount of attention that was given
was not good enough. Bearing in mind the importance of practising the language
skills as fundamental units of every language, it was expected that the programme
would have paid more attention to the issue. For instance, the curriculum shifted
the lens down only towards some simple activities while it could have talked more
about the importance of such skills in the process of language learning.
The second part of this principle is concerned with the integration of skills.
Having read through the document, no discussion was found that would point out
such a feature in the content of the programme as goals, objectives or principles.
However, it is necessary to indicate that some of the activities introduced in the
document could represent the integration of language skills. For instance,
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exchanging information, comprehending and presenting information about a
literary text (such as a play or poem) presented in the document on page 31 could
be some examples in this regard. In these examples, the first phase would be
reading comprehension in which students were supposed to read and understand
the text. The second phase would be a practice for both speaking and listening
since it involves communication as well as exchanging information and finally it
might involve some writing if the students would be asked to present their
information as an article or report.
However, due to the importance of such a principle it might be better if the
curriculum document would have put this as the main strategies of the programme
in ELT. For example, the document might have begun by presenting the
importance of integration of language skills and then would have followed by
some examples in order to give a picture about how it works and how it could
facilitate and help language learning process.
Principle Seven
Contextualisation and the role of context in comprehension: Comprehension is an
active process where students interact with the text, using background knowledge
that they bring to the comprehension process as well as the linguistic and
rhetorical features of the text itself;
Contextualisation and role of context in comprehension is the next principle,
7, of CLT. Having read through the document, I realised that the case was raised
frequently in different parts of the curriculum and the authors tried many times to
indicate how important the issue was within the programme and they considered it
quite important. Since, the matter was discussed many times in the curriculum
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only the quotes below would be presented in order to exemplify the situation. On
page 15 of the document, the authors indicated that,
“Experience is an important factor in the curriculum. This factor would be
strengthening by participating in activities which are based on meaningful
process of language bearing in mind previous experience of language
learners.” (p.15)
Moreover, somewhere else again they discussed how important the role of context
would be in the process of language learning and teaching.
“Context and chosen learning activities in the curriculum would help students
to acquire knowledge and four language skills, culture, learning how to learn
as well as relating the language learning to other subjects.” (p.34)
Principle Eight
Learner centredness: Information by and from learners is used in planning,
implementing and evaluating language programmes. Any activities which
encourage learners to think about the nature of language and ways of learning
imply a more critical and reflective learner role than those in which the learner is
memorising or manipulating language.
The next issue that is going to be considered at this stage would be student
centredness (Principle 8). This is a principle that was frequently pointed out in the
curriculum document. For example, the curriculum document clarified that during
the language learning process, responsibilities would be gradually transferred
from teacher to students (14). Somewhere else, for instance, it described the
teacher as a facilitator of learning process (36) and in a section that was about
teachers’ expertise, it explicitly stated that Language teacher has to apply student
centredness in his/her teaching (p.65). Thus, it could be argued that the document
paid a great attention towards the issue and student centredness was considered
very important in this curriculum document.
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Principle Nine
Learners’ needs in relation to the target language:
a. Language-skill emphasis (Speaking, Reading, Writing, Listening)
b. Context and situation of use, which may require different levels of
formality or different registers.
c. Language system (grammar, vocabulary, phonology) emphasis
d. Language forms (e.g. structures, vocabulary items, features of stress or
intonation)
e. Whether language systems will be used productively, receptively or
both.
f. Attention given to mechanics (handwriting, spelling, punctuation)
As the 9th principle of the checklist, pupils’ needs in relation to the target
language will be considered in this part. Mechanics is among one of the issues
that is raised here. Mechanics refers to handwriting, spelling and punctuation to
which no attention was given in the current curriculum. Although, there might be
some people who would say that these issues may not entirely have a deep effect
on the process of language learning still they are part of language learning and it
would be a good idea to have some discussions in this regard.
On the other hand, other aspects of this principle were discussed quite often
in the curriculum document. For instance the extract below could be a
representative of ‘language system and form’ of this principle,
During beginning levels of language learning, most activities are concerned
with language rules (grammar). (15)
As for the productivity of language and context of use, the extract below could be
used as an example,
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Students need to acquire communication skills in order to use language
correctly and appropriately within different situations. (34)
The context and situation of use as well as teaching a language has been
emphasised repeatedly. For example, deepening and expanding the
learning by providing a language situation in which language would be
applied meaningfully (39).
Concerning vocabularies, there were also evidences like below that could justify
this aspect of principle 9.
Learning vocabularies is another issue that is considered a lot in the
programme. For instance, what types of vocabulary do students need to
learn and at which level? (34) Or how they could learn vocabularies
effectively? (36)
And finally regarding language skills (listening, speaking, writing and
reading), they were considered in detail through the objectives section via some
examples.
 Listening: Students should comprehend short stories, advertisements and
brochures as a spoken form (21).
 Reading: Students should follow a food recipe, how to do a puzzle or how
to follow a logical problem (21). Or the students should read and
comprehend written texts, either authentic or modified (21).
 Writing: Students need to write a simple text, greeting cards, notes, letters
and emails (23).
 Speaking: Students should be able to initiate or end a conversation.
In order to reach a conclusion, bearing in mind principle 9, it can be argued
that the document to some extent had justified some of the issues that students
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must learn but still there were some other issues that would be worth considering
like mechanics.
Principle Ten
The teacher’s role is primarily to facilitate communication and only secondarily
to correct errors. So, he/she needs to act as a facilitator of the communicative
process; act as a participant and act as an observer and learner.
The teacher’s role has been always a controversial issue. As one of the
principles of CLT, it should be pointed out that it was thoroughly covered within
the curriculum document (64) and the document did justify the same issues that
CLT is concerned with. Error correction might be considered as one aspect of this
issue in language teaching process. Some people believe that errors should be
corrected as soon as they occur while others believe that errors should not be
corrected during a conversation since conveying meanings and messages are more
important than forms. CLT is more in favour with the second group. Teachers
should primarily facilitate communication (Principle 10) and only secondarily
correct errors. Although the document did not discuss the order of error correction
and when teachers are supposed to correct errors, it did say that teachers at
appropriate times must be able to correct language errors, either directly or
indirectly (65). It further added that the teaching and learning process had to be
set in a way that a teacher’s role would be changed from expressing content and
meaning into a facilitator for learning (36). So, it could be concluded that from the
document’s perspective error correction was quite important but it was different
from one stage into another. For instance, while communication as well as
expressing ideas were the ultimate aim it reserved the right for teachers to remind
students about their errors when it was appropriate.
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Principle Eleven
Teacher Factors
a. Language competence (as target language users and analysts but also
as speakers of the learners’ first language)
b. Familiarity with the target language culture
c. Methodological competence and awareness (including ability to adapt
course book, and preparing supplementary material)
d. Experience of teaching the kind of learner for whom the materials are
being selected.
e. Time available for preparation
The teacher, as a person who students mostly believe in as a language
model, should be able to use language fluently and appropriately. This is
something that the document put a lot of emphasis on. According to the
curriculum (66), a teacher must,
“- talk without making any grammatical errors
- have a correct pronunciation as well as native like stress
- speak proportionate to students’ proficiency
- keep eye contacts during a conversation
- use appropriate gestures and body languages during speaking
- have fluency in speaking a foreign language.”
Having considered the fact that it was very important for a teacher to speak the
English language fluently, it seems that there might be a gap that would be worth
considering. The document always argued that teachers had to do this and that but
it did not really present any rationale behind its claims. Therefore, the authors
could have put some evidence as well as rationale to back their claims about why
it was necessary for a teacher to speak English fluently.
Furthermore, according to this principle of the checklist, teacher factors are
among other issues that need to be taken into consideration. Besides ‘familiarity
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with the target language culture’ and ‘time available for preparation’ the rest of
the factors were discussed explicitly as main issues in the document under the
heading of Professional Merits of a Foreign Language Teacher (64). They were
divided into two main categories: General Skills and Professional Skills. The first
one was mainly concerned with social and educational skills while the second one
was arguing about language contact and teacher’s speaking characteristics.
Although the document made a lot of discussions regarding the
characteristics of a language teacher there were still factors like teacher’s
familiarity with the target language culture and time available for material
preparation which needed to be taken into consideration.
Principle Twelve
A list of the intermediate goals (that is, the desired outcome at the end of each
learning level in terms of the skills of listening, speaking, reading, and writing –
and cultural appreciation) should be presented.
Discussing and presenting goals of a programme is not only limited to the
CLT but it is one of the main characteristics of every language programme.
However, these goals and objectives are likely to be quite different because of a
difference in the nature of language programmes. With respect to the curriculum
document that was analysed for the purpose of this research, it can be argued that
the curriculum covered a variety of goals as its main objectives and it explained
and exemplified in detail the desired outcome at the end of each learning level in
terms of the skills of listening, speaking, reading, and writing and cultural
appreciation (Please refer to section B in Appendix 3). For example, in terms of
language skills the expected outcomes were exemplified in a section that was
about objectives of the programme (p.21-24).
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 Listening: Students should comprehend short stories, advertisements and
brochures as a spoken form (21).
 Reading: Students should follow a food recipe, how to do a puzzle or how
to follow a logical problem (21). Or the students should read and
comprehend written texts, either authentic or modified (21).
 Writing: Students need to write a simple text, greeting cards, notes, letters
and emails (23).
 Speaking: Students should be able to initiate or end a conversation. (24)
Furthermore, elsewhere there was a discussion about students’ proficiency
scale (p.51-52), and the document did present a comprehensive and detailed list of
all the scales that students were supposed to gain by the end of their course.
Having said that, this can be claimed that the curriculum justified what was
indicated in the 12th principle of CLT.
Principle Thirteen
A list of items (within phonology, grammar, and vocabulary) and of the language
operations or transformations are to be taught at each level.
The 13th principle of the checklist mainly emphasises a list of items that
students need to be taught at each level. As mentioned earlier, the document
presented a section in which specific learning objectives were illustrated through
comprehensive tables. This section mainly contained different types of activities,
available in Appendix 3, that students were supposed to cope with at each level
(21) but no evidence could be found that would describe what sort of items
(phonology, grammar) needed to be taught at each level. For instance, there was
no discussion about the importance of phonology, word stress or sentence stress at
all. It was the same for grammatical structures too. To clarify, one of the specific
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learning objectives for the students, for instance, was that students should be able
to respond to simple commands (21) but there was not any clarification in this
regard and what the authors meant by the simple commands.
On the other hand, at one point, the statement below was given that can be
regarded as an evidence for the vocabulary issue.
“In the early stages of learning, sets of vocabularies that students are taught
would be interrelated with their favourite subjects in their living contexts, so
they are considered as frequent vocabularies.” (p.34)
It was the only evidence found in the curriculum discussed about type of
vocabularies that students were supposed to learn but no further explanations were
made in this regard.
According to the principles of CLT, it was expected that the document
would have allocated some parts to discussions about the importance of learning
vocabulary and how it could be taught well. For instance, teaching vocabularies
within a context is one of the main characteristics of CLT. Advocates of CLT
argue that new words must be introduced within a meaningful and authentic
context. To clarify, principles of CLT explain that since words are parts of a
context, they can not be taught and introduced out of a context and they should be
introduced in a meaningful context. This is one of the basic rules in CLT which
needs to be clarified quite well. It is understandable that curriculum documents
are not supposed to explain every single strategy for teaching but they are
expected to discuss about the importance of issues like vocabulary, grammar and
phonology as well as stress in different levels.
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Principle Fourteen
Culture is recognised as instrumental in shaping speaker’s communicative
competence, in both their first and subsequent languages. A list of the cultural
concepts to be emphasised needs to be presented.
Culture is a principle that can be quite controversial. One of the merits of
CLT may be regarded as its attention towards the ‘culture’ issue. According to
principle 14, culture has a very important role in shaping speaker’s
communicative competence. This also was pointed out in different parts of the
curriculum document. For example, as discussed earlier, it was clarified in the
main goals of the curriculum that (20), [Students need to]
 “Acquire a deep understanding of how a language and culture work by
comparing issues, language and cultural structures of a foreign
language with the ones in the mother tongue.
 Establish and strengthen self-esteem through an emphasis on Iranian-
Islamic identity as a scale to assess and criticise other thoughts and
cultures as well as reasonably encountering political and cultural issues
of the current world.”
As mentioned earlier, the document presented comprehensive tables in the
objective sections (21) describing different types of activities that students were
supposed to cope with at each level, Appendix 3, and it should be clarified that
this curriculum document did a great job to fulfil the aim of CLT with respect to
the cultural issues. Some examples from this section can be the students’ ability in
following a food recipe to cook or to be able to recognise and understand
audience’s feelings and emotions during a conversation.
Principle Fifteen
Motivation is Central to Foreign/Second language proficiency.
Motivation as one of the main principles in the checklist (Principle 15) was
also addressed as an important issue within the document. For instance, a
statement from page 16 of the document is worth presenting.
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“Since students’ motivation is linked with their needs and interests, it is
necessary to put into consideration two factors of being attractive and real
during designing the programme.”
The authors further argued that motivation is very important and we need to
motivate students in order to learn a foreign language.
Principle Sixteen
Diversity is recognised and accepted as part of language development and use in
second language learners and users, as it is with first language users.
The next principle to be considered is diversity, principle 16. This issue was
raised in different parts within the curriculum and the statements below are
presented as a sample.
“In designing learning activities, it is necessary to prepare conditions in
which students could perform those according to their individual, cultural and
local characteristics. (16)”
“In order to consider the differences among varieties of student groups in
each class, it is necessary to design content and learning activities in each
level in a way that students with different proficiency could enjoy them.
(36)”
Considering this principle in the document may be viewed as a good start but it
might not be enough. It is still important to expand this issue within the language
activities that were presented in the objectives section. The authors needed to bear
it in mind that Iran is a huge country with people from different backgrounds and
cultures. Also, every student might come from a quite different family with
different backgrounds and attitude towards the English language. So, it was very
important to design a variety of activities that could satisfy most of the students’
expectations in different parts of Iran. Moreover, teachers needed to be warned
about this issue as well. Since the teachers were in direct contact with students
rather than the authors of the document, it was very important to make them
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informed about these differences and how this could affect process of language
learning and teaching.
Principle Seventeen
More than one variety of a language is recognised as a viable model for learning
and teaching. No single methodology or fixed set of techniques is prescribed.
The first part of this principle is arguing about language variety and how
important it is. Having analysed the document, no clue was found that would be a
representative for this part of principle 17.
Furthermore, advocates of CLT try to explain that there is no such fixed
method that can be applied all around the world in order to teach a foreign
language. On the contrary, there are varieties of language strategies that may be
used in different settings to teach a language. So, the principles of CLT claim that
one particular strategy or approach can be efficient in one context whereas it may
not be of any use in some other contexts. However, it must be pointed out that
there is a fixed framework that would be applied in any setting i.e. discussing
about the culture of a foreign language country that its language is being taught.
To sum up, advocates of CLT argue that curriculum documents are not supposed
to prescribe any methods whatsoever to teach a foreign language.
Having analysed the curriculum document, it was realised that the authors of
the document did not ask for or prescribe any particular methods or strategies to
teach the English language. On the other hand, they only stated that at each level
what kind of abilities students needed to have and they left it to teachers to how to
achieve these aims which was quite compatible with requirements of principles of
CLT.
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Principle Eighteen
It is essential that learners be engaged in doing things with language- that is, they
use language for a variety of purposes in all phases of learning.
Using language for different purposes was another issue that was discussed
thoroughly within the objectives section of the document (21). In this part, a
variety of activities were introduced and students were supposed to perform them
according to their language levels. So, this would help them to use the language
for a variety of purposes as principle 18 requires.
Having considered the principles of CLT within the Iranian ELT national
curriculum, I would like to present the table below (Table 2) indicating all the
evidences of CLT’s principles within the document. The statements below are
direct quotations from the curriculum document and in order to save space
quotation marks have not been used.
Principle Evidence
Principle 1
 A quick and simple communication with other people
to fulfil individual’s needs as well as conveying the
message and meaning. (p.9)
 Language is a tool for communication as well as
exchanging thoughts and ideas. (p.13)
 The primary function of the programme for foreign
languages is for interaction and communication as well
as exchanging ideas and thoughts. (p.13)
 Individuals would be supposed to use language as a
tool for communication. (p.13)
 By the end of the programme, students should be able
to transfer and express their meanings and thoughts in
different subjects through written and oral forms to
others. (p.18)
 Students should be able to participate in conversations
and express their feelings and exchange information
and perspectives with others. (p.18)
 This was exemplified within the objectives section.
(p.21-24) (Please refer to section B2 in Appendix 3)
 There were some activities suggested by the
curriculum to fulfil this principle. (p.28-32) (Please
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refer to section B3 in Appendix 3)
 Problem Solving is one of the aspects of language
teaching which is compatible with essence of the
programme and is aiming to make students acquire
language skills by applying them in context and
communication. (p.36)
 Students’ expected proficiency level by the end of
secondary school education is B1. (p.54) (Please refer
to section B in Appendix 3)
Principle 2
 The main goal of the chosen approach in this
programme to establish a situation in where students
would be actively involved in learning activities that
are based on applying language meaningfully. (p.13)
 Educational activities are defined based on the extent
of prevailing meaning on language form. And it
includes a variety of activities in which the extent of
attention towards the meaning would be increased. In
other words, the educational activities are included in a
group which practice and repetition are in one side (in
which language form is dominant) and in another side
there are communicative educational activities (in
which attention towards the meaning is dominant).
(p.14)
 During the transfer stage which is coincident with
early stages of language learning, more attention is
given to activities on language forms and structures.
This would prepare the transfer as well as acquiring
the language skills which are fundamental base for
communicative activities. (p.15)
 Having increased the students’ proficiency, there is an
increase of meaningful activities and more attention
would be given to the meaning and message. (p.15)
 This was exemplified within the objectives section.
(p.21-24) (Please refer to section B2 in Appendix 3)
 There were some activities suggested by the
curriculum to fulfil this principle. (p.28-32) (Please
refer to section B3 in Appendix 3)
 Emphasis on correct form and structures is gradually
increased along with the programme. (p.34)
 Language proficiency requires learning vocabularies,
structural forms and language activities in particular
learning contexts where there is more emphasis on
transferring the meaning. (p.35)
 Language skills are acquired through applying and
using the language. (p.36)
 Language learning would be expanded through
preparing language context in which the language
would be applied meaningfully. (p.39)
 Students’ expected proficiency level according to A1,
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A2, and B1. (p.51-53)
Principle 3
 A type of communication activity commonly used in
language teaching in which the pieces of information
required to complete a task or to solve a problem are
divided between two or more participants. In these
types of activities all members of a group have similar
images or information which some parts are missing.
The participants should transfer the information that
they have to the other members till all the missing
parts would be found. (p.41)
Principle 4
 Language learning as a social phenomenon would be
shaped by active involvement within social group
activities; therefore, the curriculum emphasises joint
learning. (p.16)
 Students are supposed to participate in conversations
and express their feelings to others and exchange
information and attitudes. (p.18)
 This was exemplified within the objectives section.
(p.21-24) (Please refer to section B2 in Appendix 3)
 There were some activities suggested by the
curriculum to fulfil this principle. (p.28-32) (Please
refer to section B3 in Appendix 3)
 Providing students with a variety of learning
opportunities i.e. group work or pair work, discussions,
individual and group projects, role play and game etc.
(p.39)
 Joint learning activities: These activities are based on
joint learning and group work. Teachers would
encourage students to discuss about raised topics and
explain the results. Establishing the responsibility in
students by encouraging them to answer individually
would result to all the students’ participation within
the activity. (p.39-40)
 Games: Games with clear instructions would
strengthen valuable skills like listening, visual and
social. Games could also increase curiosity,
imagination and interest to the content in students.
(p.40)
 Pair work activities: Such activities are effective
solution to make students communicate together in a
foreign language. These would teach students to
follow oral instructions and practise exchanging
information. By pair work activities, the time for
communication in a foreign language by each student
would be increased. (p.14)
Principle 5
 The programme would keep it in mind to use real
materials. (p.16)
 This was exemplified within the objectives section.
(p.21-24) (Please refer to section B2 in Appendix 3)
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 There were some activities suggested by the
curriculum to fulfil this principle. (p.28-32) (Please
refer to section B3 in Appendix 3)
 A group of variety of resources and teaching materials
like student’s book and work book, audio and video
tapes, appeal texts, real objects, computer software
would make the language teaching and learning as a
real experience. (p.35)
 Listening materials should be recorded by native
speakers of English and they should be taken from real
situations. Also, reading materials should be taken
from authentic texts. (p. 35)
Principle 6
 This was exemplified within the objectives section.
(p.23-24) (Please refer to section B2 in Appendix 3)
 There were some activities suggested by the
curriculum to fulfil this principle. (p.28-32) (Please
refer to section B3 in Appendix 3)
Principle 7
 Successful language learning would be achieved
through applying the language actively in a special
context. (p.13)
 Experience is an important factor in the curriculum.
This factor would be strengthened by participating in
activities which are based on meaningful process of
language bearing in mind previous experience of
language learners. (p.15)
 In the process of language learning there will be an
attention towards a need for learning strategies that are
necessary in performing activities that would help
natural learning as well as experience. (p.16)
 This was exemplified within the objectives section.
(p.21-24) (Please refer to section B2 in Appendix 3)
 There were some activities suggested by the
curriculum to fulfil this principle. (p.28-32) (Please
refer to section B3 in Appendix 3)
 Context and chosen learning activities in the
curriculum would help students to acquire knowledge
and four language skills, culture, learning how to learn
as well as relating the language learning to other
subjects. (p.34)
 Students are supposed to acquire communicative skills
to use language appropriately in different contexts and
cultural settings. (p.34)
 In the early stages of learning, sets of vocabularies that
students are taught would be interrelated with their
favourite subjects in their living contexts, so they are
considered as frequent vocabularies. (p.34)
 Mastering a language requires learning vocabularies,
grammatical structures and language functions in a
particular context in which the emphasis would be
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given to express meaning. (p.35)
 Learning and applying vocabularies as well as
structures in meaningful contexts would help the
development of critical thoughts. (36)
 Preparing teaching materials by connecting them to
students’ experience and thoughtful and scientific
grounds of students as well as their current knowledge
as well as registering the key points. (p.38)
 Deepening and expanding learning by preparing a
language context in which language would be applied
meaningfully. (p.39)
 Finding the meaning of unfamiliar words by the help
of context: Students could understand the meaning of
some unfamiliar words through considering the
context in which the words were given. This would
help them to have more abilities in comprehending
texts in different levels of difficulty. (p.42)
Principle 8
 During the process of language teaching, the
responsibility of learning would be transferred to
students gradually. In this process, role of teacher is to
prepare students’ autonomy gradually. (p.14)
 In order to make students’ interest involve in the
process of teaching and learning, there has to be
attentions towards their needs and interests. The
curriculum would try to bear in mind students’ interest
as well as presenting things authentically. (p.16)
 In preparing learning activities, situations need to be
prepared in which students could perform that
particular activity according to their individual,
cultural and local characteristics. (p.16)
 Since individuals are considered importantly, attention
should be given to pupils during the process of
designing educational activities. (p.17)
 Students are supposed to express their thoughts and
meanings in a variety of topics either in written or
spoken formats. (p.18)
 Students are supposed to participate in conversations
and express their feelings to others as well as
exchanging information and thoughts. (p.18)
 This curriculum would increase and strengthen
students’ self esteem towards the scientific issues.
(p.18)
 This was exemplified within the objectives section.
(p.21-24) (Please refer to section B2 in Appendix 3)
 There were some activities suggested by the
curriculum to fulfil this principle. (p.28-32) (Please
refer to section B3 in Appendix 3)
 In the early stages of learning, sets of vocabularies that
students are taught would be interrelated with their
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favourite subjects in their living contexts, so they are
considered as frequent vocabularies. (p.34)
 The learning process should be designed in a way that
would change teacher’s role from a person who
transfers meaning and content into a facilitator of the
learning process as well as change student’s role from
a receiver of information into a person who controls
and organises the process of learning. (p.37)
 Preparing teaching materials by connecting them to
students’ experience and thoughtful and scientific
grounds of students as well as their current knowledge
as well as registering the key points. (p.38)
 Attention needs to be given to students’ learning
styles, interests as well as their weak and strong points.
(p.39)
 Giving variety of learning opportunities like group
works, classroom discussions, individual and group
projects, role play and game... Also, students should be
encouraged to participate actively in the process of
learning. (p.39)
 Establishing a reliable and respected as well as
appropriate situation in which students could
participate as much as possible in language
communication. (p.39)
 There are some activities recommended by the
curriculum that would be considered as student-
centredness: (p.39-41)
 Joint Learning
 Brainstorming
 Teaching according to individual differences
 Flexibility in group workings
 Game
 Graphical Tools
 Information Gap
 Pair Works
 Question and Answer
 TPR
 Language teacher should have an ability to motivate
students and establish self esteem in them. (p.64)
 Language teacher has to be patient and shows respect
to students. (p.65)
 Language teacher has to apply student centredness in
his/her teaching. (p.65)
 Language teacher is supposed to prepare appropriate
bases for students to participate actively in activities.
(p.66)
 Providing students with opportunities to be actively
involved in the language learning process. (p.39)
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Principle 9
 Approach for foreign languages programme is based
on an attitude that language is a tool for
communication as well as exchanging thoughts and
ideas that learning them requires a communicative
ability by applying the language actively in a particular
context. (p.13)
 The determining factor in communication are goals
that each one of the parties would pursuit; so, in this
approach, the main goal is to establishing situations in
which language learners would actively participate in
learning activities that are based on applying language
meaningfully. (p.13)
 This curriculum emphasises the fact that choosing
grammatical structures would be affected by different
inner and outer language factors. In other words,
during the process of language learning, these aspects
need to be developed that an individual could use the
language as a tool for communication. (p.13)
 During the transfer stage which is coincident with
early stages of language learning, more attention is
given to activities on language forms and structures.
This would prepare the transfer as well as acquiring
the language skills which are fundamental base for
communicative activities. (p.15)
 According to the fact that foreign language learning
requires acquiring and applying the language skills,
within the programme bases need to be prepared in
order to acquire and apply these skills by paying
attention to students’ autonomy, learning solutions as
well as empirical learning. (p.16)
 By the end of the programme language skills have to
be developed among students by using language for
vocational and personal purposes. (p.18)
 Chosen contents and learning activities in the
programme would help students to acquire knowledge,
four language skills, culture, learning how to learn as
well as making relation with other subjects. (p.34)
 With help of this curriculum, students could acquire
communicative skills in order to apply the language
appropriately in different language and cultural
settings. (p.34)
 In the early stages of learning, sets of vocabularies that
students are taught would be interrelated with their
favourite subjects in their living contexts, so they are
considered as frequent vocabularies. (p.34)
 In the early stages, more emphasis would be given to
teach vocabulary comparing to grammatical structures.
Emphasising on grammatical ability as well as
structural accuracy would be increased gradually along
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with the programme. (p.34)
 Theme content along with relevant vocabularies and
required fundamental grammatical structures would be
presented within a context in which the relation of
language with other subjects would be preserved and
self consciousness about language and cultural
frameworks would be established. (p.35)
 Mastering a language requires learning vocabularies,
grammatical structures and language functions in a
particular context in which the emphasis would be
given to express meaning. (p.35)
 Problem Solving is one of the aspects of language
teaching which is compatible with essence of the
programme and is aiming to make students acquire
language skills by applying them in context and
communication. (p.36)
 Learning and applying vocabularies and structures in
meaningful contexts would help students to think
critically. (p.36)
 Games that have comprehensive instructions would
strengthen valuable skills like listening, visual and
social. (p.40)
 Teaching language strategies for language skills would
compose a crucial part in language teaching
programme. Therefore, it is important to pay attention
towards these strategies in teaching. (p.42)
 Finding the meaning of unfamiliar words by the help
of context: Students could understand the meaning of
some unfamiliar words through considering the
context in which the words were given. This would
help them to have more abilities in comprehending
texts in different levels of difficulty. (p.42)
 Students’ expected proficiency level according to A1,
A2, and B1. (p.51-53)
Principle 10
 Teacher’s role is to prepare students’ independence
gradually. (p.14)
 By designing a variety of activities, teachers could
match content and types of activities with students’
proficiency level. (p.36)
 The teaching and learning process had to be set in a
way that a teacher’s role would be changed from
expressing content and meaning into a facilitator for
learning (p.36)
 The teachers are supposed to encourage students and
give them a responsibility, so they would participate
actively in activities. (p.40)
 There needs to be different activities, so students
would not focus on one at the same time and teacher
would respond to different needs of students. (p.40)
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 Teachers at appropriate time should be able to correct
language errors, either directly or indirectly (p.65)
Principle 11
 Teacher’s role is to prepare students’ independence
gradually. (p.14)
 A course book is one of the resources in teaching
activities; so, there has to be some preparations for
using other resources like teacher’s input as one of the
material for the purpose of ELT goals in teaching
process. This would help not to considering the course
book as the only applicable resource in a class. (p.15)
 Through designing variety of activities, teachers could
match context and type of activities with students’
ability. (p.36)
 The learning process should be designed in a way that
would change teacher’s role from a person who
transfers meaning and content into a facilitator of the
learning process as well as change student’s role from
a receiver of information into a person who controls
and organises the process of learning. (p.37)
 Teachers should encourage students to discuss about
the discussed topics and subjects and explain the
results. (p.39)
 Teacher needs to respond to different needs of
students. (p.40)
 A flexible grouping would help the teacher to group
students based on their interests or skills. (p.40)
 Attitude to teaching and to pupils were discussed in
detail. (p.64-65)
 Teacher’s Language competence, Methodological
competence and awareness, teaching experience and
Beliefs about teaching-learning, preferred teaching
style, preferred techniques were discussed in detail.
(p.65-66)
Principle 12
 A thorough list of goals is presented. (p.18-24) (Please
refer to section B in Appendix 3)
 Students’ expected proficiency level according to A1,
A2, and B1. (p.51-53)
Principle 13
 This was exemplified within the objectives section.
(p.21-24) (Please refer to section B2 in Appendix 3)
 In the early stages of learning, sets of vocabularies that
students are taught would be interrelated with their
favourite subjects in their living contexts, so they are
considered as frequent vocabularies. (p.34)
Principle 14
 Language teaching and communicating with foreign
language speakers mean language learners would enter
into new cultures. Since lack of information regarding
different cultures sometimes would cause illogical
reactions (too much appreciation or unintentional
Chapter 4 Findings Page | 147
humiliation of the opposite side), foreign language
teaching and language learners’ interaction with new
cultures would make them broad minded towards
different cultures and a mutual understanding would be
resulted. (p.12)
 Since foreign language teaching makes language
learners familiar with new ideas and thinking, this
familiarity would cause a comparison between foreign
ideas and native ones which will be resulted into
language learners’ logical thinking. At the same time,
acquiring positive values from other countries’ culture
and criticising negative ones would evolve language
learners’ thinking as well as develop their personality.
(p.12)
 Bearing in mind role of language as a bridge to
communicate with other nations, foreign language
learning is the best way to introduce our culture and
society to foreign societies. (p.12)
 Language familiarity and communicating with native
speakers of each country in their country or others’
would prepare mutual understanding and agreement.
(p.12)
 Students are expected to achieve following goals
proportionate to B1 level according to proficiency
scale by the end of foreign language teaching
programme in the country’s educational system (p.20):
 Acquiring a deep understanding of how a language
and culture work by comparing issues, language
and cultural structures of a foreign language with
the ones in the mother tongue.
 Establishing and strengthening self-esteem through
an emphasis on Iranian-Islamic identity as a scale
to assess and criticise other thoughts and cultures
as well as reasonably encountering to political and
cultural issues of the current world.
 There were some activities suggested by the
curriculum to fulfil this principle. (p.28-32) (Please
refer to section B3 in Appendix 3)
 The content and learning activities chosen in this
curriculum would help students to acquire a
knowledge regarding cultural patterns and frameworks
of the foreign language through comparing them with
their own ones. (p.34)
 One of the principles to monitor teaching and learning
activities presented as: discussing and referring to
cultural values of countries in which the foreign
language is spoken. (p.39)
Principle 15  In order to involve students’ feelings there is need for
an attention that would be given to their needs and
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interests. In this curriculum, two factors are going to
be considered, attraction and authenticity. (p.16)
 During the process of language learning, there exist
emotional phenomena besides the cognitive ones and
since language learning would involve all these aspects
then the curriculum needs to consider them all. (p.16)
 Since individuals are considered importantly, attention
should be given to students during the process of
designing educational activities. (p.17)
 This was exemplified within the objectives section.
(p.21-24) (Please refer to section B2 in Appendix 3)
 There were some activities suggested by the
curriculum to fulfil this principle. (p.28-32) (Please
refer to section B3 in Appendix 3)
 Attention needs to be given to students’ learning
styles, interests as well as their weak and strong points.
(p.39)
 Establishing a reliable and respected as well as
appropriate situation in which students could
participate as much as possible in language
communication. (p.39)
 Organising the class as well as changing the way of
sitting in order to motivate students to interact in
activities. (p.39)
 Giving variety of learning opportunities like group
works, classroom discussions, individual and group
projects, role play and game... Also, students should be
encouraged to participate actively in the process of
learning. (p.39)
 Joint learning activities: These activities are based on
joint learning and group work. Teachers would
encourage students to discuss about raised topics and
explain the results. Establishing the responsibility in
students by encouraging them to answer individually
would result to all the students’ participation within
the activity. (p.39-40)
 Games: Games with clear instructions would
strengthen valuable skills like listening, visual and
social. Games could also increase curiosity,
imagination and interest to the content in students.
(p.40)
 Language teacher should have an ability to motivate
students and establish self esteem in them. (p.64)
Principle 16
 In order to involve students’ feelings there is need for
an attention that would be given to their needs and
interests. In this curriculum, two factors are going to
be considered, attraction and authenticity. (p.16)
 In designing learning activities, it is necessary to
prepare conditions in which students could perform
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those according to their individual, cultural and local
characteristics. (p.16)
 In order to consider the differences among varieties of
student groups in each class, it is necessary to design
content and learning activities in each level in a way
that students with different proficiency could enjoy
them. (p.36)
 Preparing teaching materials by connecting them to
students’ experience and thoughtful and scientific
grounds of students as well as their current knowledge
as well as registering the key points. (p.38)
 Attention needs to be given to students’ learning
styles, interests as well as their weak and strong points.
(p.39)
 A language teacher needs to be flexible towards
variety of age levels, different personalities and
individuals, differences in culture etc. among students.
(p.64)
 A language teacher has to pay attention to students’
individual differences. (p.65)
Principle 17
 No single methodology was prescribed.
Principle 18
 A variety of purposes for language learning presented
from different aspects, Educational – Economical –
Social and Cultural – Political. (p.10-13) (For further
details please refer to section A in Appendix 3)
 Goals of the language programme are clarified
thoroughly within the document and it was explained
that a variety of purposes are considered in the
curriculum. (p.18-20) (Please refer to section B in
Appendix 3)
Table 2: Evidences from the Curriculum Document
To sum up, in an EFL setting if the emphasis is on the communicative aspect
of language learning, or in other words on the students’ ability to use the target
language for communicative purposes, then planners are likely to design a
curriculum which encourages the development of communicative-type teaching
materials. In more practical terms, the curriculum committee may define the
terminal goal of the programme as,
“The student in this program will be able to converse effectively with a
native speaker on topics of interest, will be able to read authentic materials
for pleasure or professional needs, and will be able to correspond with
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16
2 4
13
16
Private School - Female Teachers Private School - Male Teachers
Public School - Female Teachers Public School - Male Teachers
Public School - Anonymous
friends, colleagues or business associates in the target language.” (Dubin and
Olshtain, 1986, p.24)
4.2 The Questionnaires
As discussed in the previous chapters, two types of questionnaire were
prepared, one for the authors of the curriculum and another for teachers. Since the
authors were, in fact, interviewed, no questionnaires were distributed among them
and this part will only consider results from the teachers’ questionnaires. Out of
100 distributed questionnaires, 51 responses were returned. Figure 2 below shows
the distribution of participants according to their gender and type of schools.
Each questionnaire was divided into two main parts, Teacher’s
Understanding of the Programme and Teacher’s Personal Teaching Strategies. In
the following section I will present the responses given by teacher participants.
Question 1: What do you think are the main goals of English language
programme at secondary schools in Iran?
The teacher participants suggested a variety of issues as the main goals of
the programme. 17 respondents (33% of the whole) argued reading
comprehension, 9 participants (17%) stated teaching and learning vocabularies, 12
people (23%) commented on teaching and learning grammar as the main goals of
Figure 2: Participants in the questionnaire survey
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the programme. Furthermore, 8 respondents (15%) believed that the main goal is
to prepare students for higher education levels (university) so that they can read
and comprehend university textbooks. Communicating in English was also among
those issues that the participants argued as the objectives of the programme.
Accordingly, 10 people (19%) argued this as one of the main goals. Moreover, 2
respondents (4%) argued preparing for the national university entrance exam, 3
people (6%) stated teaching and learning pronunciation, 13 participants (25%)
claimed teaching all the four language skills as other objectives of the ELT
programme in Iranian secondary schools. Familiarising students with the English
language as an international language (1 respondent - 2% of the whole) or a
foreign language in general (6 respondents - 12%), being able to translate texts
from English into Persian and vice versa (1 respondent - 2%) as well as
understating subjects and topics in English (1 respondent - 2%) were also stated as
the main goals of the programme.
Although, a lot of objectives were mentioned above it has to be indicated
that in most cases one person might raise different goals as his/her answer. To
sum up, it seems that
Reading comprehension;
Teaching and learning vocabularies;
Teaching and learning grammar;
Preparing student for higher level education;
Communicating in English;
Teaching all the four language skills;
Familiarising students with the English language;
were among those objectives frequently raised by the respondents.
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Question 2: What are students supposed to attain by the end of the
programme?
Achieving a good knowledge in reading and reading comprehension as well
as being able to speak in different situations were considered by 26 (51%) and 15
(29%) of the respondents. Acquiring a good knowledge of vocabulary (5
respondents - 10%), attaining all the four language skills (9 respondents - 18%),
learning basic everyday English conversations (5 respondents - 10%) and
achieving a good knowledge in grammar (7 respondents - 14%) were also
expressed as desirable student achievements.
Furthermore, there were other issues like passing the course (2 respondents -
4%), coping with their needs in English (1 respondent - 2%), learning some skills
to pass the national university entrance exam (4 respondents - 8%), conducting a
research through scientific resources that are available in English (3 respondents -
6%), translating texts (1 respondent - 2%) and pronouncing vocabularies properly
(4 respondents - 8%) that the teacher participants claimed that students are
supposed to attain by the end of the programme.
Thus, the collected data suggest that the respondents mainly valued reading
and reading comprehension, being able to speak in different situations, attaining
all the four language skills and achieving a good knowledge in grammar as the
issues that students are supposed to attain by the end of the programme. Similar to
the previous question, while a lot of issues were mentioned as student
achievements, in most cases one person might raise more than one issue as his/her
answer.
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Question 3: Are these goals realistic?
29 respondents (57%) expressed the belief that these goals were not
realistic at all, whereas 22 respondents (43%) agreed that either the goals were
realistic to some extent (20 - 39% of the whole) or were totally realistic (2- 4%).
Thus the majority of these teachers did not think the goals they had been set were
realistic, although a substantial minority disagreed with this.
Question 4: Are these goals the same as those that are introduced in the
textbooks?
29 (57%) participants claimed that the goals of the programme were not
the same as those that were introduced in textbooks; while, 18 respondents (36%)
agreed that either the goals were the same as those that were introduced in the
textbooks (9 - 18%) or were the same to some extent (9 - 18%). 4 respondents
(7%) also did not reply to this question. Therefore, the majority of the participants
did not think that the goals were actually the same as those that were introduced in
the textbook; while a substantial minority disagreed with this.
Question 5: To what extent does the programme include all four language
skills?
Only 1 (2%) person thought that the four language skills were completely
included in the programme, while 2 (4%) respondents preferred to choose ‘to a
great extent’ and 27 (53%) people thought that ‘to some extent’ would be the most
appropriate option. On the other hand, 19 (37%) participants believed that the
language skills were hardly included in the programme and 2 (4%) people
preferred to choose ‘not at all’ as their answer.
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Thus, although the majority of these teachers believed that the programme
included all the four language skills still there was a substantial minority who
disagreed.
Question 6: Are the language skills being emphasised equally? Yes No
Only 3 (6%) people gave a positive reply to this question; while, 47 (92%)
participants claimed that the language skills were not emphasised equally. 1 (2%)
participant also preferred not to answer this question. So, it can be argued that the
majority, if not all, of the respondents believed that the language skills were not
emphasised equally.
Question 7: If your answer to the previous question was No, please explain
which one(s) is/are being more emphasised?
Out of 51 people, 9 (18%) of them gave no answer to this question and 1
(2%) of them believed that none of the skills had been emphasised. The graph
below shows distribution of the collected answers from the rest of participants.
According to this graph, 19 (37%) respondents thought that reading was
more emphasised. Writing, grammar and vocabulary were also among those skills
that the teacher participants (36%, 18%, and 6%) argued that the programme put
Figure 3: Distribution of Answers
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its emphasis on. 1 (2%) person also expressed listening as one of those language
skills that were more emphasised. On the other hand, 38 (74%) respondents
thought that both listening and speaking were less emphasised.
Therefore, it can be argued that the majority of the participants believed
that reading, writing and grammar were the language skills that the programme
put its emphasis on.
Question 8: Do you like the equality of the emphasis on the skills in the
document? Yes No
Only 11 (22%) people were in favour of the current situation while 39
(76%) respondents were not.
Question 9: Please explain if any changes need to be made.
According to what were explained by the participants, this could be
inferred that many of them (18 - 35%) put the blame onto the textbooks and
argued that they had to be revised thoroughly. Using new, colourful and updated
textbooks along with attractive passages were also raised by 20 (67%)
respondents. 11 (21%) teachers argued that the teaching hours must be increased.
It was further argued that communicative skills must be practised more (19 –
37%). Using tapes and CDs (6 - 12%), teaching grammar within context (3 - 6%),
starting to teach English from early stages (3 - 6%), holding teacher training
sessions (2 - 4%), including more texts and vocabularies (1 - 2%) as well as
giving more emphasis to reading comprehension and translation (2 - 4%) were
among other issues that were suggested by the teacher participants. Finally, 5
(10%) respondents expressed that the educational system in Iran must be changed
thoroughly and 2 (4%) participants argued that the researchers and policy makers
who are responsible for designing the ELT programme have to change their
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primitive views towards English. 9 (17%) teachers also preferred to leave this
question unanswered.
In conclusion, it seems that the majority of these teachers believed that the
textbooks must be replaced with new, updated and more attractive ones. A
substantial number of them were also in favour of applying communicative skills.
Moreover, insufficient time that was given to ELT seems to be another issue that
quite a number of respondents were concerned with.
Question 10 might be considered as one of the key questions in this
project. Since the nature of this research is based on communicative pedagogy it
was important to find out about the extent that the current programme was
communicative. As there was a concern that teachers might not be familiar with
term communicative, it was decided to design some questions that would best
describe characteristics of CLT, so question 10 was designed to fulfil such an aim.
Question 10: Do you think by applying the current programme, students
could perform the following activities after finishing their studies? (Please
explain your answers for each section)
a. Taking a taxi in English speaking countries and informing a
driver about their destination. Yes No Comments______
18 (35%) respondents believed that students could not perform the above
activity; however, 32 (63%) people believed that they could and 1 person claimed
that the students could do this activity but to some extent.
b. Doing a simple greeting. Yes No Comments_________
In this case, 35 (69%) participants claimed that students could do a simple
greeting, while 14 (27%) participants thought it was impossible for students to
perform a simple greeting. 1 person stated that students to some extent could
perform greeting.
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c. Reserving a room in a hotel in English speaking countries.
Yes No Comments_________
9 (18%) teachers thought students could reserve a room in a hotel in
English speaking countries while 41 (80%) people claimed that students were
incapable of performing such activity. 1 person also thought that the students
could do reserve a room but to some extent.
d. Having a discussion about a favourite topic with an English
native speaker and defending what they believe in.
Yes No Comments_________
48 (94%) participants claimed that students could not cope with this
activity while only 3 (6%) participants disagreed.
e. Comprehending a radio programme broadcasted in English
language (i.e. BBC, CNN). Yes No Comments_________
In this part, the majority of participants (47 - 92%) claimed that students
could not comprehend such programmes; on the contrary, 3 (6%) people thought
that they could.
f. Reading and comprehending an English newspaper, magazine
or brochure (i.e. The Times, The Independent).
Yes No Comments_________
Again most of the participants (45 - 88%) thought that students could not
read and comprehend an English paper; however, 5 (10%) people thought in
another way. According to them, students could perform the above activities.
Moreover, 1 person believed that performing the above activity was possible but
to some extent.
g. Writing a report of a trip or an invitation letter to a friend who
lives outside of Iran. Yes No Comments_______
12 (24%) teachers thought that students could write such a report or letter
while 38 (74%) people did not think so.
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As further explanations and comments to this question, some of those
participants who answered ‘No’ emphasised that students could not perform
above activities since,
- There is no practice on such activities in the class since the time is so
limited and students are not motivated at all.
- The textbooks do not emphasise such activities and they are not designed
based on what society needs. The topics are so old and do not motivate
students at all.
- Students’ knowledge of vocabulary, expressions, speaking and listening is
so poor.
- The goal of teaching English is just making students familiar with simple
passages and structure of English language not communicating in English.
- Current students cannot even have a discussion about a topic in their
mother tongue.
- News programmes are produced professionally and narrators speak fast
and comprehending such programmes is difficult for most of the people.
- Due to lack of audio and visual aids and facilities as well as magazines
and newspapers practising such activities is impossible.
Culture as an important factor within CLT was not forgotten in this research.
Question 11 was designed in order to find out about participants’ personal ideas.
Following this question, question 12 was designed to figure out the role of culture
within the programme.
Question 11: To what extent is the culture of English speaking countries
important for learning English?
More than half of the participants (37 - 72%) expressed the view that
culture had an enormous influence on the English language learning. 14 (27%)
respondents regarded it as extremely important and 23 (45%) participants
considered it as a very important issue. On the other hand, 6 (12%) people
claimed that it was not very important and 8 (16%) teachers preferred not to make
any comments.
Question 12: To what extent is culture of English speaking countries included
in the programme?
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Unlike what was stated in the earlier part, in this section it seems that the
respondents interpreted the programme as being less concerned with culture than
they would like. Only 1 person thought that the cultural values were included in
the programme to a great extent and 9 (18%) teachers preferred ‘to some extent’
as their answer. On the contrary, 25 (49%) respondents believed that the cultural
values were hardly included in the programme and 14 (27%) participants said ‘not
at all’.
Question 13: How useful are the chosen topics in the programme?
The majority of participants (40 - 78%) considered the topics less useful
and 1 person thought that they were not useful at all. On the other hand, only 1
respondent considered the topics as extremely useful and 5 (10%) respondents
considered them as very useful.
Question 14: Which accent has been stressed in the programme?
British American Other _______________
24 (47%) respondents thought that British accent was more emphasised
while 15 (29%) teachers argued American accent as the one that was emphasised
more. There were also 6 (12%) people who thought both British and American
accents were being emphasised in the programme. 2 (4%) participants argued that
Persian-English was more in favour and 4 (8%) people claimed that no stress was
given to any accent.
Figure 4: Recommended Accent in the Programme
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Thus, it can be seen that while a lot of number of the respondents argued
that the British accent was the chosen one there were still quite a number of
people who thought that the American accent was being emphasised more.
Moreover, there were also some teachers who thought that there was a third type
of accent (Persian-English) that was chosen by those who designed the
programme.
Question 15: Which accent do you stress in your teaching?
British American Other _______________
While 21 (41%) respondents went for the American accent, there were a
lot of other people (18 - 35%) who preferred the British accent as their own accent
in teaching. 11 (22%) teachers claimed Persian-English as the accent that they
were using in their teaching.
Question 16: In the current programme, is the focus mainly on message and
meaning or it is on the form and structure? (Please explain)
MEANING and MESSAGE
5 (10%) participants expressed the view that the message and meaning had
an extremely important role within the programme and 26 (51%) people claimed
that the programme considered it very important. On the other hand, 16 (31%)
people thought that it was of little importance in the programme.
Figure 5: Participants’ Preferred Accent
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FORM and STRUCTURE
Again in this section, a lot of teachers (33 - 65%) believed that the
programme considered form and structure as an important issue. 31 (61%) people
believed that it was very important and 2 (4%) participants stated that it was
extremely important. On the contrary, 15 (29%) people thought it was of little
importance and 1 respondent expressed it as not at all important.
Having considered the responses to this question, it can be argued that a
lot of people argued that meaning and form were both being considered in the
programme but still there were a substantial minority who had an opposite view.
Question 17: Is student’s motivation important in the current programme?
It seems that 9 (18%) respondents expressed this issue as extremely
important and 15 (29%) participants thought that the programme mentioned it as
very important. However, 18 (35%) people did not think in the same way. 17
(33%) participants thought that it was of little importance and 1 person considered
it as not at all important. At the same time, 5 (10%) people did not make any
comments and preferred to choose ‘I can not judge’ as their answer.
Thus, although a lot of the respondents thought that the programme put a
good emphasis on the motivation still there were a substantial number of people
who had the opposite view.
Question 18: To what extent do you consider the current programme student
centred?
8 (16%) people thought that this programme was to a great extent student
centred while 30 (59%) people claimed that it was student centred but to some
extent. However, 8 (16%) people believed that it could be hardly considered as a
student centred material and 3 (6%) participants argued that it was definitely not
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student centred. Thus, the collected data suggest that the majority of the
respondents considered the programme as a student centred material; although,
there is still a substantial minority who did not consider it student-centred.
Question 19: Does the programme emphasise using supplementary materials
(i.e. tapes that are prepared by the Ministry of Education)?
Yes No Comments_________
Only 5 (10%) people claimed that using these materials was recommended
in the programme; while, 44 (86%) participants stated that there was no emphasis
on such materials at all.
It seems that the majority of the teachers believed that the role of
supplementary materials was not stressed within the programme.
Question 20: Does the programme emphasise using authentic (i.e. a British
newspaper or a restaurant menu or a movie) materials?
Concerning authentic materials, all the participants explicitly declared that
there was no emphasis on using these materials in the programme.
Question 21: Do you have access to supplementary and authentic materials?
29 (57%) people said that they did not have access to these materials;
while 21 (41%) respondents stated that they had.
To sum up, it seems that a lot of teachers argued that they did not have
access to either supplementary or authentic materials but there were still a lot of
other people who did not agree.
Question 22: Do you use supplementary and authentic materials? (Please
explain)
While 27 (53%) stated that they were not using such materials, the other
24 (47%) claimed that they were. It was very strange since the two people who
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argued earlier that they did not have access to either authentic or supplementary
materials, in this question claimed that they were using such materials.
Some (7 respondents – 14%) of those who gave negative answer further
explained the reason for not using such materials by stating lack of time (7
respondents – 14%) as well as too many students that are in each class (1
respondent - 2%). On the other hand, some (12 respondents – 23%) of those who
gave positive answer further explained their answers by expressing the statements
below.
 Using CDs and films (4 - 8%)
 Using Reader’s Tapes (2 - 4%)
 Using Flash Cards (1 - 2%)
 The materials that students bring into the class, collected from the Internet
(2 - 4%)
 Using test books (2 - 4%)
 Using different texts other than those that are provided in the textbooks (2
- 4%)
 Using the Internet (2 - 4%)
 Using Newspapers (1 - 2%)
 Using Dictionaries (1 - 2%)
 Using own designed materials i.e. Charts (2 - 4%)
Thus, although a lot of people argued that they were not using either authentic
or supplementary materials still there were a substantial number of respondents
who were using such material.
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Question 23: Do students like the programme they study?
Only 1 (2%) person thought that students liked the programme very much
and 4 (8%) believed that mostly students liked the programme. However, 35
(69%) participants declared that students did not much like the programme and 9
(18%) people went further and believed that they did not like the programme at
all.
To sum up, it seems that the majority of these teachers believed that the
students disliked the programme that they were studying.
Question 24: Do you follow the instructions that are mentioned in the
programme?
Only a few of the teachers (6 - 12%) claimed that they were not following the
instructions; while the majority (43 - 84%) were following them all. Some (9
respondents) of those who said ‘yes’, justified their answer by stating that,
- Because I have to do so since I should present marks. Also students’
results, marks and performance will be assessed by a third body.
- I don’t have a choice. I firstly teach according to the textbook and then if
we do have some time left, we would listen to a programme in English
since they do love it.
- We try to prepare students for their final exam as well as national
university entrance exam. Unfortunately, the programme has lost the main
goal which is teaching English in order to be applied in students’ real life.
- I try not to act differently from what I was asked to.
- I have to do so since I need to cover the whole textbook so I try to improve
reading and pronunciation in students.
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- I do follow them but I think there should be a change in them. In private
institutions we have better results because of using some new methods.
- If I would not do so then I cannot achieve my educational aims by the end
of year.
- But some times I have to ignore some parts of it due to the circumstances.
- I have to follow them since there are no other alternatives. I use all of the
materials and strategies but the result is not good at all.
And some (4 people) of those who said ‘No’ explained their reason as.
 I try to plan something new in my teaching procedure.
 I only my personal experience
 I do use other materials rather than textbook in order to encourage
students to learn English language
 Students’ level is not similar therefore following these instructions is
impossible.
To sum up, it seems that the majority of the teachers were following the
instructions included in the programme; however, their responses suggested that
they were doing so not because they wanted to but because they had to.
Question 25: To what extent do you apply the strategies in the programme in
your teaching? (Please explain)
10 (20%) respondents did not answer this question, 34 (66%) teachers said
that they were using these strategies and 7 (14%) participants expressed the view
that they were not applying them in their teaching at all.
Two people further commented that they were applying these strategies in
their teaching because they had to do so. According to them, there was a third
body that assessed teachers accordingly and teachers had to follow the presented
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strategies and if they did not use these strategies they would be questioned by
school’s principal or district authorities. Some of the participants (27 - 53%) also
added that they use these strategies until they would not be inconsistent with the
final exam and also they would try to add some activities according to the English
level of students and their motivations.
Moreover, one of those who commented on not applying these strategies
argued that due to lack of time and students’ inequality of the English language
level, it was impossible for the teacher to apply such strategies. Also, another one
stated that there was no strategy or guideline that could be applied or even one
teacher said that he did not like to use such strategies since they were
inappropriate.
Thus, again like the earlier question, the majority of the teachers expressed
that they had to apply these strategies and they were applying them as long as they
would help them to achieve their aims.
Question 26: How could this programme be improved?
A huge number of interesting ideas were raised by the teachers of which a
summary will be presented here.
 Time limit could be described as one of the teachers’ main concerns. 12
respondents (35%) raised this as a constraint and recommended a time
increase in the ELT programme.
 Another issue raised by a lot of teachers (20 - 39%) was the matter of
revising materials and applying new-updated course books and materials.
 The use of supplementary and authentic materials like real texts, audio-
visual aids, Internet etc., was raised by 8 participants (16%) as a way to
improve the programme.
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 Teacher training and the holding of in-service training sessions for
teachers by the Ministry of Education was discussed by 11 people (22%).
According to these people, most of teachers in Iran are not able to speak or
use new approaches and they need to be prepared and be familiarised with
new and up to date strategies and techniques as well as correct and right
ways to teach English.
 Motivation and students’ interest were raised by some teachers (8 - 16%)
as well. These respondents claimed that in the current programme there
was no role for such important issues. They believed that those who design
ELT programmes in Iran as well as textbook writers should focus on the
role of students and design the programme as well as textbooks to draw
students’ interest and motivate pupils to learn the English language.
 Again a lot of people (16 – 31%) stated that the all ELT programme as
well as the educational, teaching and testing system need to be changed in
order to achieve better results.
 Finally, 3 respondents (6%) complained about teachers’ economic
difficulties and how their incomes are so low. According to them, the
salary that Iranian teachers are paid is low and they receive a small amount
of money comparing other jobs and proficiencies. Accordingly, they
claimed that they are always worried about their living expenses and they
have to attend and teach in many classes from early morning to late night
in order to cope with their financial difficulties, therefore, even if the
whole system and materials change, they will not be able to work
effectively.
 At this stage, 6 people (12%) also preferred not to leave any comments.
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Moreover, there were some other comments left by participants (10 - 20%)
that might be of interest.
1. Teaching English language should be started from primary school.
2. We need to consider the countries which have been successful in learning
English as foreign language.
3. Since each province and city is different from another, programmes and
plans need to be written and designed locally bearing in mind each
province’s needs.
4. Equalising educational level in each class since it is one of the major
issues for teachers. Students need to be assessed at the beginning of each
year and then they should be accommodated in classrooms based on their
level of English.
5. Unfortunately, we cannot improve our programme because the Iranian
government has a very negative opinion and view of the English language.
As we were informed, in recent years, English language was going to be
taught and started from primary schools and a lot of expenses have been
spent on it, but because of political reasons the programme was not
carried out. We have a lot of experiences, professors, teachers and very
interested university students to take such action but they do not have
enough facilities, money and are not allowed to take proper measures in
this field. I do believe that Iranians are very talented and intellectual and
they deserve much more than what they have now.
6. Developing textbooks should be done by experienced teachers who are
familiar with this course as well as its problems in our schools.
Unfortunately, textbooks are designed by people who have no idea about
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English language teaching and do not have even an hour of experience in
teaching in secondary schools.
7. First of all, we have to decrease the number of students in each class.
8. There should be cooperation among all English language teachers as well
as other teachers. Cooperation with teachers in Great Britain. Working
and advertising learning English language by the ministry and
government. Making students to study more instead of wasting their time
with TV, satellite, sports and going out. Not allowing teachers to teach
more than 30 hours per week in order to make their work more efficient
instead of teaching so many classes without efficiency.
9. Adding a session as a book reading by using simplified English books.
Teaching computer course in English. Establishing language laboratories
in schools and teaching English in a well-equipped lab.
10. Our education can be progressed only if we consider it as a valuable
issue.
Having presented the results from the first part of the questionnaires, I will
now go on to present the findings from the second part of the questionnaires. This
part of the questionnaire was designed to find out about participants’ personal
teaching strategies.
Question 1: How important is it for an English language teacher to speak
English in the class?
Interestingly, 30 (59%) respondents considered this very important and 18
(35%) people went further and considered it as extremely important. Furthermore,
1 person preferred to choose ‘I do not know’ as the response, while 2 (4%) people
considered the case as not very important.
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Thus, nearly all of the teachers believed that it is important for an English
language teacher to speak English in the class.
Question 2: How much do you speak English in a class?
11 respondents (22%) said that they were speaking English a little in the
class and 3 more (6%) said that they were not speaking English in the class at all.
On the contrary, 20 teachers (39%) claimed that they were mostly speaking
English and 16 others (31%) were speaking English at some point. There was also
1 teacher who stated that he was always speaking English in the class.
To conclude, while the majority of the teachers spoke English in the class
but still there were a few people who spoke English either a little or not at all.
Question 3: How do you rate your level of English speaking?
4 respondents (8%) expressed the belief that their level of speaking is
Excellent and 16 respondents (31%) considered it very good. On the other hand,
25 teachers (49%) believed that they could not judge in this regard and 5 people
(10%) claimed that their level of English was not very good.
Thus, although a lot of people preferred not to judge themselves and few
of them expressed the belief that their level of English speaking was not very
good still there were a considerable number of people who claimed that they were
good at speaking in English.
Question 4: Do you have any particular guidelines or instructional materials
apart from the textbooks and programme that would tell you how to teach?
Figure 6: Availability of Guidelines and Instructional Materials
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27 respondents (53%) claimed that there were some guidelines or instructional
materials available to the teachers that would tell them how to teach; whereas, 24
respondents (47%) agreed that no instructional materials or guidelines were
available to them. Some (8 – 16%) of those who gave a positive response to this
question, described the materials available to them as,
 I do read new books that are designed for teaching English.
 Since I did a course in teacher training, I’m familiar with methods.
 I usually use new articles on the Internet as well as English books and
guide texts that are available for teachers.
 I have access to some materials but unfortunately because of lack of time I
cannot use them.
 I just use my own knowledge and experience in psychology and teaching
that I have got from my studies and research.
 I have access to some materials but they are not practical.
 I have access to some materials but they are not compatible with textbooks
and what is going on inside classrooms.
 I sometimes use reading materials such as how to prepare for TOEFL
essays (Baron’s).
To sum up, although a lot of people claimed that there were some guidelines
available to them there were still a substantial number of people who had an
opposite view.
Question 5: If your answer to the previous question was Yes, then how have
these materials been provided to you?
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Among those people who gave a positive answer to the previous question,
some (20 - 39%) of them made a further explanation on how they had been
provided with guidelines or instructional materials.
 Through the Internet
 Via web pages that are published under title ‘Teaching in other countries’.
 By myself [I purchase them myself].
 One of the sources is the books which are taught in the language institutes.
Most of the times I ask my students to bring new and recently published
books which they have.
 I am a literature teacher at an international institute for foreigners and I
do have access to their methodology as well as required instruction and I
do apply them in Iranian schools.
 Through teacher theories taken from teaching method books.
 In the in-service training sessions that are available to teachers as well as
Ministry of Education’s web site.
 Every year among published books I choose the best one and then I would
recommend students to buy it so we could practise it in our class.
 Books, Colleagues’ experience and the Internet.
 I passed some course in teacher training practice and strategies and
methods in teaching when I was doing my B.A.
 They have been introduced in conferences, meetings and sessions related
to English language teaching.
 Only last year, the office which is responsible for designing textbooks
provided some CDs for us. Since the CDs could only run on a computer,
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then I distributed them among students that they could use them
themselves.
 I try to take part in English sessions that are for teachers in order to learn
positive methods. Also, I use some of my university books.
 I did register in a private institute and paid their tuition fees myself. So I
attended their courses.
 I have got an MA in English language teaching.
 University Books
 We receive these guidelines from the ministry but because of very busy
classes it’s practically impossible to apply and use them.
 Experience, studies, research
 There are some published books which are called teachers’ guide.
 By educational CDs and workshops that are administered by experts.
Thus, it seems that the majority of these people used the Internet in order to
get their materials. Moreover, the majority of the respondents argued that they got
the materials themselves and only 4 teachers (8%) argued that these materials
were provided to them by the Ministry of Education.
Question 6: As a language teacher what aims are you trying to achieve by the
end of the year?
The statements below could be categorised as their main aims:
 16 respondents (31%) were mainly concerned with reading and reading
comprehension. They were trying to make their students ready to read and
comprehend passages that might be included in the textbook or at some
cases even the texts are not included in the book.
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 There were 14 teachers (27%) who indicated that their students should
understand and learn new vocabularies as well as correct spelling and
pronunciation.
 11 people (22%) declared their goal as to teach grammar to their students.
 There were only 2 people (4%) who were concerned with writing and were
trying to teach this skill as well. Similarly, 3 people (6%) indicated that
they work on listening and 10 people (20%) stated that they were
emphasising speaking and communication in their classes.
 In the meantime, 9 teachers (18%) expressed the belief that they were
mainly concerned with tests and exams and how to prepare their students
to pass.
 17 people (33%) said that they were concerned with the textbooks and
they were trying to cover what has been included in the books.
While 1 person did not answer this question, the comments below presented by 4
(8%) teachers might be of interest as well.
- I try to teach my students how to translate a piece of writing.
- I try to make students think in English and understand meaning of words
in English not in Persian.
- A student feels that what I’ve taught him would be useful for him in the
future.
- Increasing their knowledge and making them active in the class by group
work as well as doing research.
To sum up, it seems that reading and reading comprehension, teaching
vocabulary and grammar, exams and covering the textbooks were the teachers’
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main objectives. While at the same time only few teachers were concerned with
writing.
Question 7: How often do you use activities like role-playing, group working
and game in the class?
Having raised the issue of role-playing and games, most of the participants
(38 - 74%) claimed that they were using such activities. 31 respondents (61%)
claimed that sometime they were using these activities and 5 teacher (10%)
argued that quite often they were applying them in the class and 2 more (4%) also
said that very often they were using them. On the contrary, 5 respondents (10%)
expressed the belief that they were using these activities not very often and 8
people (16%) claimed that they never used and applied such activities in their
teaching.
Thus, although the majority of teachers claimed that they were using the
above activities in their classes there was a substantial minority who expressed the
opposite view.
Question 8: How do you test students’ knowledge of English?
A variety of comments and strategies were presented for the assessment of
students’ knowledge of English. The tests were mainly administered through
written and verbal activities or exams to groups or individually. These exams
were mainly concerned with vocabulary, grammar and translation. Concerning the
test items, the respondents stated cloze tests; multiple choice items and short
answer subjective questions as well as matching items as the test items that they
applied within the exams.
Furthermore, 11 people (22%) argued that they were administering their
exams to assess students’ knowledge of vocabulary while 9 participants (18%)
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considered grammar as their main concern. There were 5 people (10%) who
believed that their students were required to translate the passages included in the
textbook either from English into Persian or vice versa. 4 Teachers (8%) indicated
that pupils had to write an essay or article as part of their assessment and 2 people
(4%) stated presenting a summary of short stories as their preferred technique to
assess the students. There were 5 teachers (10%) who said that they would check
students’ pronunciation while 10 teachers (20%) claimed that they would only
check students’ ability in reading comprehension. Only 3 people (6%) said that
speaking would be as part of the assessment.
Having considered what the teachers commented on regarding the
assessment, it could be argued that it seems the majority of the respondents were
concerned with reading, grammar and vocabulary and they would design their
tests in order to assess these abilities among students.
Question 9: Is there anything else that you would like to add or any
comments that you might be interested to make?
The issue that stood out here was the teachers’ comment on changing the
ELT system in Iran. 21 respondents (41%) commented on changing the whole
educational system for teaching the English language in Iran. Moreover, 7 people
(14%) complained about the lack of enough time and requested increasing the
time for teaching this subject in schools. There were also 5 people (10%) who
made a point regarding in-service training courses for teachers. Accordingly, they
tried to express the belief that most of the Iranian English teachers did not have
appropriate skills in the field and had to be trained according to new and modern
techniques in the world of education. Furthermore, 4 people (8%) stated that
teaching English needed to be started from early stages (that is, in primary
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schools) since this would produce better results. 21 people (41%) also did not
make any comments.
The issues below presented by 7 teachers might be of interest.
1. Teachers and education should be considered important and valuable.
2. I would like to present my lesson in context.
3. I would like present word formation to expand my students’ vocabulary.
4. I would like to teach phrasal verbs beyond the textbook.
5. I am interested in to make my students learn different idioms, proverbs,
easy poems, understandable films, music, documentary films.
6. I do my best to use different attractive charts, cards … and make
absolutely English situation in my class.
7. I would like to speak in English with my students about news, politics,
new books, new films, their problems, but because of lack of time none
of the above is possible.
Having presented the results collected by the means of questionnaire, the
next section is going to present an analysis of what was achieved through the
interviews administered with authors of the curriculum document as well as some
of the teacher participants and one of the authors of English textbooks designed
for secondary schools in Iran.
4.3 The Interviews
As discussed earlier, data collection in this research was composed of four
main stages: curriculum study, questionnaires and interviews. Having discussed
the first two stages, this chapter is going to consider the interview part of the
study. As discussed in preceding chapter, the interviewees were categorised into
two groups, authors and teachers. The authors were then further narrowed into
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authors of the national curriculum and author of the textbooks. Both authors of the
curriculum and coursebooks were mainly questioned about their aims and
constraints in designing these materials; the extent to which they included
communicative pedagogy in them and finally the role of foreign culture,
supplementary and authentic materials in them.
Concerning the teacher participants, since there was no official curriculum
document available to them to consult with it was decided to base the interviews
on the programme that was running at the time of data collection in schools for
ELT. By the programme I mean textbooks and possible teaching strategies that
might be advised or introduced by the Ministry of Education. The questions in
interviews were divided into two main parts, Teacher’s Understanding of the
Programme and Teacher’s Personal Teaching Strategies. What I am going to do
now is to present the results from the collected data through the interview method.
4.3.1 Role of the Participants
Each interview was initiated by greetings and proceeded slightly differently
depending upon the nature and experience of the interviewee. With the curriculum
and coursebook authors, the first question was concerned with their role in
designing and content of the curriculum or textbook.
One of the participants was the coordinator of a team that was assigned by
the curriculum development centre to design the curriculum. Two others were also
members of the same team for designing the curriculum.
As for the author of textbooks, he was supposed to revise the English
language textbook for the Pre-University level.
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4.3.2 Designing the Materials
The author participants were then asked about the process of writing the
curriculum document as well as the textbook. It appeared that, once a team had
been established, composed of curriculum planners and university people as well
as language teachers, there were some sessions in order to do a preparatory study
to see what could be done based on the project aims and after those preparatory
sessions then the work itself was started. According to the authors, in the very
beginning of the project there were no plans or programmes except a handout with
very few pages which was designed for all the courses a long time ago. According
to the interviewees, this handout was a document considering different aspects of
teaching like insight, concept and proficiency. Educational and learning resources
had to be written by considering each aspect as well as this handout.
So, practically it could be argued that this handout which had been written
ages ago was the only guideline available to authors in order to write the
curriculum. It is important to realise how such an old document was designed in
the first place and how this could still be used in order to design the curriculum
document. Unfortunately, due to circumstances no access was given to the
handout but according to one of the authors, it was written based on the grammar
translation method of teaching.
Furthermore, members of the committee had decided to work on the
document outside the sessions, and then in those regular sessions there were
discussions about the draft which had been prepared by the different members. In
those sessions, the participants tried to elaborate on the drafts in order to refine
them and then the drafts were ratified by all the members. Having got the drafts
ratified, they then became part of the document.
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Moreover, interviewees were supposed to read the curricula for different
countries and see what had been done; therefore, the curricula for Singapore,
European Union, Philippine and New Zealand as well as many states in America
were being considered by the members.
It was further explained to me that in the very beginning process of
designing the curriculum there were three educational departments: English,
French and German which because of a common core among these languages, a
joint committee was established. According to one of the authors,
“the members of this committee were chosen based on personal contacts and
administrators’ impression of what the people could do for example, and also
whether they were willing to cooperate with them or not”.
Also, all of the members were chosen from Tehran and not other provinces. So, it
could be assumed that the selection of a team for designing the national
curriculum was carried out subjectively based on individuals’ personal
relationships.
It was clarified that since German and French departments were not as good
as the English one, the responsibility for designing the curriculum was given to
the English department and other people in other departments were only
participating in the committee and were informing other members of their
comments about what was produced. Furthermore, according to the new policy of
the Ministry of Education, members of the committee were supposed to consider a
programme for all foreign languages or at least those that were included in the
ratifications of the Ministry of Education’s High Assembly4 next to the English
language like German and French since they were taught at some schools in
4 This assembly is like a team that is administered by the Minister of Education. These people have
regular sessions in order to discuss about a variety issues within the Ministry of Education. The
members of this assembly are all experts and employees within the Ministry of education as well
as Minister’s consultants and assistant.
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Tehran and other cities, bearing in mind that Spanish, Russian and Italian could
also be added to this plan.
According to one of the interviewees, they were supposed to design a
programme whose content would be compatible with cultural and religious
aspects of Iranian society. From the proficiency point of view, it was supposed to
consider what a student needed to learn. Moreover, from the insight point of view,
the student had to preserve his/her national, Islamic and cultural insight. It was
also recommended that the student, by the help of acquired information from the
educational content, must be familiarised with a foreign language while keeping
his/her Iranian beliefs.
Having asked the same question from the author of textbooks, I was told that
at the beginning of project he did put a lot of effort into finding a document,
information or even surveys about textbooks or materials development in Iran but
nothing was available. According to him, since the textbook was written and
prepared earlier, his job was only to revise some parts of the book; therefore, as a
start he decided to conduct some interviews with those who designed the material.
It might be interesting to include that the curriculum document was designed
for teaching the European languages and there was no Chinese, Hindu, and Urdu,
all of which might well be important world languages in the Iranian context.
Moreover, while Arabic is also considered as a foreign language it has its own
curriculum document which is different from the one which is considered for the
purpose of this study.
4.3.3 The Main Goals
The interviews then proceeded towards the main goals of the curriculum
document, textbook and language programmes at secondary schools in Iran.
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According to the authors of the curriculum, the main goals of the curriculum
were categorised within four main domains. One was mainly about language and
communication. The other one was about learning how to learn and then a series
of goals about cross curricular aims which was about how other subjects could be
practised and learned by the English language learning. And finally, there was a
cultural category. So, these were designed based on what had been done in the
world at the time, other countries’ curricula, as well as the need analysis project
that was referred to earlier, bearing in mind the 20 Years Outlook5 for Iran as well
as politicians’ comments.
According to one of the authors of the curriculum, this curriculum was to
help pupils to develop their language skills, the four language skills at the Pre-
intermediate level or the B1 of the European framework. On the other hand,
another one claimed that in the document it was stated that a student should only
be familiarised with a foreign language and nothing more, so there was no
discussion within the Assembly about talking and interaction either in guidance
school or in secondary school and the only thing that was important was basic
familiarity during guidance school and a little bit more at secondary school.
However, the author of the textbook argued that the main aim of the
textbook was only to prepare students so that they could read efficiently.
At the same time, the teachers believed that basically this programme was to
give students a fair ability in grammar, reading passages of average difficulty as
well as good practice in using a dictionary. It needs to be clarified that the whole
English programme for secondary schools was designed to prepare students for
5 The 20 Years Outlook is an official document designed by the time when Ayatollah Hashemi
Rafsanjani was in power as the president of Iran, nearly 12 years ago. This is a document about
plans and goals that Iran needs to achieve within 20 years. Although a lot of efforts were made to
find the document this turned out to be impossible.
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higher level education like university. Thus, from what teachers said, it could be
argued that all the four years that students studied English in secondary schools
were only for preparing them to read and comprehend written materials at
university.
Having compared the answers of both teachers and authors of the textbook,
it may be argued that the major goal of both the textbook and the ELT programme
was reading comprehension. On the other hand, it can be argued that what the
curriculum authors claimed as the goals of the document were different from what
the above people stated, since the current textbook as well as the ELT programme
were not designed based on this curriculum at all. To clarify the situation, as one
of the curriculum authors pointed out the current document was available online
for feedback; however, the curriculum was not approved by the government.
Moreover, the other two believed that since this project had been stopped by
the current government then this document was unavailable to people. This was a
project from the time of the ex-president of Iran, Muhammad Khatami, and when
the new government came into power, a one day seminar was held in order to
assess the whole document. It seems that there were only representatives of the
new government as well as the members of the team for designing the curriculum
attending the seminar. According to the interviewees,
“Since the document was not compatible with new government’s
expectations, then it was decided to stop the whole project and sack all
members of the committee.”
These expectations were then further explained as religious and political issues.
To sum up, from what the participants explained it can be claimed that there was
no curriculum or syllabus or teacher guidance available in Iran for ELT and all the
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coursebook materials were written subjectively by a group of authors based on no
document as the textbook author claimed.
4.3.4 Students’ Achievements
Students’ achievement was the next issue raised at the interview sessions.
The curriculum writers explained the achievements as, in order to have an external
factor to evaluate and assess what was taught in Iran, it was decided to study the
factors that European Union had defined for its curriculum. The Union had
categorised its curriculum into A1, A2, B1, B2, C1 and C2 (Students’
achievements according to each level are presented in the Appendix 4) in which
the C2 was advanced learner. Bearing in mind available facilities in Iran as well as
situation, the interviewees had hoped to prepare students up to Pre-intermediate
(B1) by the end of Pre-University Level (550 hours practice). However, one of the
authors claimed that this programme was supposed to prepare pupils up to B2
level which could be only a verbal mistake since the B1 was also documented in
the curriculum as the expected level.
According to one of the author participants, students’ achievements could be
further elaborated into four components: linguistic aims, learning how to learn
aims, cross curriculum aims and the cultural aims. So, in terms of language, by the
end, students were supposed to develop language skills according to the Pre-
intermediate level.
For example, in terms of oral expression they had to be able to satisfy their
basic needs, to express themselves, their ambitions, their hopes, and to become
involved in a conversation with other people and basically when they took a trip
to another country they could satisfy their basic needs in English. Furthermore, in
terms of listening comprehension, students were supposed to be able to use the
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data available inside the school and outside the school. In terms of writing they
had to be able to produce very simple texts and text of different types up to the
Pre-intermediate level. In terms of learning how to learn, basically learning
strategies were included in this programme and the students had to develop certain
learning strategies to become to some extent independent because the aim was for
a student to be able to use the available input outside the school without the help
of the teacher after they graduate from secondary school. So, it was very
important that they were prepared for that kind of role. As a result, the learning
strategies became an integral part of the programme and the life long skill in order
to use language for career purposes or for personal purposes.
Moreover, in terms of cross curricular aims, there was an attempt to make
connections between language as a subject in the curriculum and other subjects.
So, the pupils were supposed to use English in order to learn content in other
subjects and what they had learned in other subjects was going to help the
learning of language, so that kind of connection was very important in this
programme. And in terms of culture, they were supposed to get a deep
understanding of how language works. So, when they would focus on language
use, and language use occurs in a cultural context, then the cultural patterns of
language use became very important. And comparing the cultural patterns of the
target language with the first language would become a basis for a better
understanding of how language works.
As for the author of the textbooks, he argued that students were supposed to
be able to read passages measured using the Flesch-Kincaid Reading Level of
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difficulty6. This was chosen as a yardstick by which they were trying to identify
the reading difficulty of passages. And then from 1 to 12 level students were
supposed to be able to read with 70 per cent of comprehension passages of 9 to
9.5 difficulty level.
Furthermore, the teachers’ group indicated that by the end of the
programme, the students were supposed to have some basic understanding of
grammar and some understanding of reading as well as a command of vocabulary,
both general and technical. They were also supposed to use dictionary properly
and to be able to communicate with a certain level. Moreover, it was very
important for them to pass the exam which was running at the end of each
academic year.
4.3.5 The Extent of Success
The extent of success of items within both the curriculum and the ELT
programme and whether the goals were realistic, are going to be discussed next.
Two curriculum writers gave a conditional positive answer while the third
one explicitly said ‘No’. The first two believed that these aims were achievable if
teachers would be qualified enough. They made a suggestion in changing the
available time for language teaching. Also, there had to be some changes in the
assessment arrangements in high schools as well as using certain types of facilities
like media for instance. Moreover, there needed to be different arrangements of
teacher-student relationship. Also, they believed that new books and materials had
6 The Flesch-Kincaid Reading level measures textual difficulty and tells you the grade level of a
text.
The Flesch-Kincaid index tells how easy something is to read. It does this by counting the number
of syllables in every word and the number of words in every sentence. Then some math is done.
The number will represent a grade-school level. For example, a sentence with a score of 8.0 means
that someone in 8th grade could understand it. Normal writing is usually between 7 and 8.
The formula used to find the level is:
0.39 x Average No. of words in sentences + 11.8 x Average No. of syllables per word - 15.59
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to be designed for such a curriculum based on what authors, of the curriculum,
defined regarding suitable materials. It was further suggested that a teacher had to
adopt a facilitator role rather than a transmission role. They believed that if these
suggestions were taken seriously and these changes were made then the objectives
could be achievable but this alone could not guarantee the success of a language
learner.
On the contrary, the other interviewee who claimed that these goals were not
achievable had backed the idea up by explaining that this was the case because of
the political, economical and cultural problems which existed in Iran. According
to this participant, a language teacher was the main educational factor in Iranian
classrooms while she repeatedly insisted on not believing in teacher centredness.
To clarify, she claimed that,
“Since students were not exposed to foreign languages, the teacher had to be
an excellent model inside the class and that was why I think all classrooms
should be teacher centred. So, if there would not be any suitable programme
for teacher training, if nobody would take care of economical and financial
status of teachers, the curriculum would not solely solve the problems.”
According to this person and one of the teacher participants, Iranian
teachers had been experiencing very bad economical conditions. They were
receiving the minimum wage among other state employees in Iran and the living
conditions as well as inflation were getting worse and worse particularly in recent
years.
The interviewee further added that there were cultural issues too. According
to her, the definition of foreign languages teaching in Iran had not been
recognised as a national need. There were still some people who believed that
foreign language learning could jeopardise Iranian cultural and religious beliefs.
As a result, Iranians were still in a dilemma whether to teach a foreign language or
not.
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Furthermore, when the textbook author was asked the same question
regarding the textbook, he indicated that the above aims would not be achievable
even though the textbook was being revised. According to the author what
students experienced in the first three years of the secondary school programme
was so inefficient and because most of the time, most teachers were emphasising
on form rather than meaning or any communicative activity, it was not expected
that even this book could help students to achieve these aims. He believed that
this textbook was written in order to sensitise students in English and also to give
them an awareness of what a reading instruction would look like.
Having considered how realistic these goals might be within the teachers’
group, I was told by one of the participants that the goals were not realistic at all
while the other two thought they would be considered as realistic but they were
not practical in any way.
4.3.6 Compatibility of Goals
Having considered the goals of the programme, this part tries to compare
them with the textbooks’, from teachers’ perspective, to see if they were
compatible with each other or not.
It was not precisely the case. For instance, according to the participants,
most of the tasks included in the textbooks were not meant to be developing
reading skills. Also, according to the interviewees, both teachers and students did
not have a clear idea of what reading skills would be. There was no distinct
definition of reading, reading comprehension, reading skills and development of
such skills.
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4.3.7 Textbooks and Language Skills
Considering the extent of presenting language skills in the textbooks, is the
next issue to be examined.
Two teacher participants believed that there was no listening practice at all
and speaking and writing were hardly included. Regarding the reading, one of
them believed that it was included to some extent while the other one believed
that it was hardly discussed. At the same time the third teacher participants
claimed that all the skills were to some extent included in the textbooks.
It was further added by one of the teachers that “this could be argued that
there was no intention in the textbooks or syllabus in order to help reading”. In
many cases students did not speak, did not listen to any resources and they were
not at all supposed to write anything except for some grammar exercises.
The above statements could be supported by the author of textbooks;
although, at some points they were against each other. According to him, since
there was a focus on reading and reading comprehension, other skills were only
used instrumentally; however, some writings as well as speaking tasks were
included in the textbook but there was nothing about listening.
4.3.8 Balance of the Skills
While the previous question tried to consider language skills within the
textbooks, this one was to discuss their balance in the programme as well as the
curriculum.
All the teachers believed that the language skills were definitely not being
emphasised equally. While one participant believed that only writing was
emphasised more than the other skills, the other two claimed that this skill was not
emphasised at all. One of them thought reading and only in theory was more
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emphasised while the other one stated that both reading and grammar were
stressed. The one, who claimed that reading was stressed only in theory, backed
his idea by explaining that only because there was a text which highlighted each
lesson with a set of comprehension questions, then it could be argued that there
were some reading activities.
Among the authors of the curriculum, two participants believed that it was
taken into consideration to present all the skills; however, it did not mean that all
the skills were presented at the same time and equally. In the early stages of
language learning, oral skills were more important than written ones but little by
little the importance of written skills was raised, so it could be argued that in the
later stages of secondary education there would be more emphasis on writing and
reading, but during the early stages there was more emphasis on listening and
speaking.
Moreover, the other participant claimed that the system itself [the
government and educational system] was considering language learning as a
receptive issue rather than a productive one. So when there was a discussion about
communicative then it had to be also in the same way. As a matter of fact, authors
had to mostly consider reading skill in which there was no productivity. The
rationale behind such an idea relied on:
“The reading skill is more personal while in oral skills you need other tools
beside a book, there has to be another one to practise as well as tutors and
guides and if there won’t be such factors then this skill could not be improved
well.”
But still this interviewee believed that in the current document there were more
concerns towards listening and speaking comparing to the previous programmes.
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4.3.9 Personal Interest
Having enquired the teacher participants about if they liked the equality of
emphasis on the skills in the programme, the answers below were given.
They all agreed that they did not like this at all. One of them even stated that
he was totally against the textbooks. One of them claimed that she had a theory in
this regard. According to her, reading was more important than the other skills.
“If someone started to expose learners to reading then they could improve in
writing and if their reading and writing were better than the other skills then
this whole process could be started from speaking.”
Another participant only stated that he did not like the current situation but
he did not give further comments. And finally, the third one only stated that “quite
a lot of changes needed to be made” but he did not provide me with any details.
However, he claimed that there were loads of grammatical mistakes in textbooks
that had to be taken care of.
4.3.10 Role of Communicative Language Teaching
One of the main concerns of this research is communicative language
teaching; in fact it has been established to consider the extent of communicative
pedagogy within the Iranian ELT situation as well as the national curriculum.
Since, there was a concern that the teacher participants might not be familiar with
the concept of CLT, it was decided to enquire about the activities that might best
represent characteristics of CLT. However, the authors were directly questioned
about this aspect. Let’s start with the teachers group and consider their
perspective.
a. Taking a taxi in English speaking countries and informing a driver
about their destination.
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All the participants believed that students could not perform such activity.
One of them claimed that she strongly believed that teachers had to have a
freedom to adjust the programme themselves in order to prepare students for
doing basic skills like above activities in English.
b. Doing a simple greeting.
At this point, all the interviewees believed that students could perform only
a very simple greeting.
c. Reserving a room in a hotel in English speaking countries.
Two people believed that students could not perform the above activity;
however, one of them thought that the third grade students could perform this one.
d. Having a discussion about a favourite topic with an English native
speaker and defending what they believe in.
One of the participants believed that pupils could not perform it at all. The
other one thought that it would be up to teacher and his/her strategies and the third
one claimed that the third level students might be able to do so but they could only
keep going for 5 minutes and due to lack of sufficient vocabulary knowledge they
would be stopped.
e. Comprehending a radio programme broadcasted in English language
(i.e. BBC, CNN).
All the interviewees stated that students could not perform this activity.
f.Reading and comprehending an English newspaper, magazine or
brochure (i.e. The Times, The Independent).
Interestingly, the teachers believed that students were able to read and
comprehend a newspaper, magazine or brochure.
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g. Writing a report of a trip or an invitation letter to a friend who lives
outside of Iran.
Two people strictly rejected any possibility that student could perform such
an activity; however, the third one believed that students could do so but it was
not going to be error free.
At this point, a question can be raised regarding the answer that was given
by the person who claimed that third graders could perform some activities.
According to him, third graders could perform a simple greeting, they could
reserve a room in a hotel, they could discuss about a favourite topic with a native
speaker but how come they could not take a taxi and give a direction to the taxi
driver? This might be justified as students were not familiar with the expressions
that are applied in giving directions; although, this can not be claimed as a fact
and it is just a presumption. Another presumption might be that this interviewee
was confused about the nature of the tasks he was responding to.
Having considered the teachers’ understanding about the programme and
whether it was communicative or not, it is time to consider the presumption of the
author of textbooks in this regard. When he was asked whether he would consider
the textbooks as communicative materials, he indicated that the textbooks could
be to some extent communicative but he did not make any further comments in
this regard.
Furthermore, according to the authors of the curriculum, the curriculum
document was totally communicative; however, the way they approached
communicative was to some extent different. At the same time there was a danger
that the definition of ‘communicative’ might be different between what the
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researcher understood and what they did but having discussed further it was
realised that there was no difference.
Moreover, two participants explained that the approach which was adopted
for language teaching in secondary schools was communicative. Although one of
them believed that these principles could be communicative from their perspective
he did not further clarify how they had been collected or acquired. These
principles were used as the basis for developing the curriculum. This was
exemplified as the student centredness, the all person learning, the use of group
work and pair work, the use of different types of communicative activities like for
example, role play, projects, individual and group projects etc.
On the other hand, one of the interviewees explained another aspect of the
case. According to her,
“In the new programme reading and writing skills were considered as a tool
for communication and it was the core of the curriculum to include all four
skills.”
She also emphasised that during designing the document, the skills were not
considered equally. She believed that reading skills should have been more
emphasised in the curriculum compared to the other three skills; because there
was a need and necessity for this within Iranian society but no further explanation
was offered.
Another reason for backing up the claim that this document was
communicative stated by one of the authors as,
“Previously there was no sign of listening and speaking while in the new
curriculum all the skills are considered equally.”
4.3.11 The Constraints
Having discussed the communicative aspect of the curriculum, textbooks as
well as programme, the researcher then tried to consider possible constraints that
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existed in the process of designing the curriculum and the textbooks. Although a
list of issues was prepared in advance interviewees were asked to feel free to raise
or add any other issues that might exist.
4.3.11.1 Political Issues
Political issues were the first to be considered. From what was said by the
participants, political issues were among those constraints that affected the
process of writing the document. However, one of the interviewees explained that
the members of the committee were only academics rather than politicians while
the other two believed that there were 2 or 3 people who were always attending
the meetings, apart from the academicians, and were responsible for considering
political aspects as well as what had to be written and what had not to. But all the
interviewees agreed that they received a document in the very beginning of
establishing the committee, the ratification number 647 of the Ministry of
Education in which all social, scientific, political, cultural, religious, economical
aspects were considered and the members were supposed to follow them
thoroughly.
At the same time, according to the author of textbooks, it was one of the
constraints that he had in front of himself. He was trying to add a lesson in music;
however, political and religious ideas prevented this from happening.
4.3.11.2 Cultural Issues
The second set of constraints was cultural issues. This had a great effect on
the designing process and this was referred to as one of the major constraints by
the participants. As discussed in the beginning of this chapter, authors were
supposed to design a programme whose content would be compatible with
cultural aspects of the Iranian society. So, it can be realised that this factor was
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quite important in designing the curriculum; however, this may also be considered
as a political constraint.
Moreover, it was also one of the constraints in designing the textbooks.
Accordingly, the author was trying to put some texts about child labour which
again he was told not to include anything about Iran if there was any child labour
practices.
4.3.11.3 Language competence of Iranian language teachers
The language competence of teachers was also raised at the interview
sessions. It was clear to the members of the committee that teachers were not
good enough to implement such a curriculum and it was one of their concerns;
however, in order to cope with the problem, some suggestions were presented at
the committee. According to the interviewees, the majority of teachers were not
qualified enough to implement a communicative language teaching programme,
so the committee had suggested a transition period in which teachers needed to be
trained. Besides, one of the chapters, the last one, of the curriculum was devoted
to teachers and their abilities as well as their skills including scientific ones and
other skills which were beyond members’ expertise. This was about,
What sort of scientific skills they should have
1. In order to understand the curriculum?
2. To perform the curriculum efficiently?
One of the participants also stated that,
“This curriculum could be considered as an ideal one but it needs a great
investment and full support from the government in order to achieve
wonderful results.”
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Moreover, it was the case within the textbook preparation stage as well.
According to the author, many teachers not only could speak English, but also
read effectively.
4.3.11.4 The time available of language teaching within school year
This was one of the main concerns in the process but they could have done
nothing in this regard. One of the authors further explained that,
“See, during designing the curriculum we had a discussion about the
available time for language teaching in Iran. To be honest we can’t even
compare the time that is available for language teaching in Iran with other
countries’ [we don’t have much time at all]. But we were told that it is
impossible to increase this time. So, we only suggested that since the
distribution of the current time among different levels is inappropriate so,
let’s make it equal among different levels in secondary schools.”
Again like the authors of the curriculum, the writer of textbooks also
discussed it as a major consideration. The author believed that if teachers would
have more time they could do very effective jobs even with current programme
and textbooks.
4.3.11.5 Availability of resources
Two people claimed that it was a constraint since in some schools there were
30-35 students in each class and practically it would be impossible to have a
communicative classroom. Besides, it would be very difficult to provide such a
number of students with enough materials. On the contrary, the third interviewee
believed that there was no discussion in this regard within the meetings.
According to the author of textbooks, he spent three months on performing
different researches before putting pen on paper. He then realised that there was a
need for a teacher’s manual, a workbook, a cassette or a CD for the book and also
a companion web site. Everyone agreed with his plans but when it came into
practice none of his plans was accepted.
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4.3.11.6 Lack of pupils’ interest
At this point two interviewees disagreed with the whole idea that there were
no interests for learning English among students. They further stated that students
might not like this subject because of other bilateral issues. According to one of
them, “since students could not see any actually immediate needs to use the
language outside the class this would make them not interested”. Also at the time
of conducting this research because the textbooks as well as the syllabus were
both structure based, students would look at language as an academic subject not
as a subject which might be skilled based and helpful in future, so that could be
one of the factors that might affect the motivation and attitude of the students
towards learning English.
Similarly these people believed that both students and parents were
concerned with the English language learning and Iranian parents in particular
would do anything so that their children could learn English since they had
realised the importance of this language in the future life of their children.
On the other hand, one of the interviewees believed that a subject like
Math or the English language could not be removed from the system only because
of students’ likes or dislikes. It was all up to experts and authorities based on a
variety of research and experience and what they thought might be better.
According to him, it was the basic rule all around the world not only in Iran.
However, he further added that it was true that student motivation had a vital role
within language learning but it could be increased by designing appropriate
materials and textbooks and applying relevant and interesting images as well as
strategies.
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On the other hand, the author of textbooks accepted this matter as a
constraint. He wanted to do more about this but his hands were tied and he had to
follow the rules.
4.3.12 Culture
Due to the important role of culture within CLT, the interview sessions then
carried on by a discussion about importance of teaching the culture of English
speaking countries.
Among the teacher participants, one person refused to answer since she
believed that it is a controversial question and this could cause her troubles but
she also believed that the researcher could guess her answer from what she told
him earlier. Although, the researcher could not really figure out why this could
cause her trouble but according to her, she used to live in Great Britain for many
years and she talked a lot about how the community and culture helped her to
learn English.
Another respondent thought that it is not important at all. While the third
interviewee thought that since the purpose of language education in Iran is to
develop reading skills then culture is not very important because most of the
reading passages that students were going to deal with at university are supposed
to be academic, so they were not required to know much about culture.
Having asked the same question from the authors of the curriculum, it
seemed that all the participants believed that it is very important to teach the
culture of English speaking countries. According to them, language works within
cultural framework and it is not a mechanical process, so separating it from
culture could take out the soul of a language from its body.
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Similarly the author of course books considered the cultural issue as a very
important matter.
4.3.13 Role of Culture in ELT
The participants were further asked about if these cultural issues were
included in the curriculum, programme and textbooks.
According to one of the authors of the curriculum, during the process of
designing the curriculum a distinction was made between culture in terms of
cultural artefacts for example like literature, arts, way of life, food etc. and the
cultural patterns of language use. Accordingly, the majority of members of the
team believed that the cultural patterns of language use are part of language
learning and they are very important but cultural artefacts might not be important
for all the students. Therefore, since cultural artefacts might be important for the
small proportion of pupils who are going to learn English for very specific
purposes then cultural artefact considered of little importance to be included in a
language programme.
Regarding the textbooks, the situation was a bit different. The author was
supervised by a committee of experts and they strongly asked him not to include
any cultural factors and values.
Having asked the teacher participants if any cultural aspects were included
in the programme, one interviewee stated that the programme considered them to
a great extent. Another one believed that the cultural aspects to some extent were
included in the programme while the third participant argued that these aspects
were not included at all.
To sum up, from what has been said, it could be concluded that the
curriculum did not include some important aspects of culture. The textbooks
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author was willing to include these cultural aspects and he had a good
understanding of them but it was further explained to me that due to political
reasons he was not permitted to do so.
4.3.14 Topics
At this stage, the interviews went further into the topics that were included
in the programme, textbooks and curriculum.
Two curriculum designers stated that the criteria for choosing topics were
moving from the immediate context to the distant context. So, selecting the topics
started from the immediate context of the students for example, the individuals i.e.
their personal information, their clothes and whatever that was related to the
individuals and then the family like family relationship, brothers, sisters, parents
as well as whatever that happened at home. Besides, there were some
considerations regarding other countries’ curricula.
Another person in this group held the High Assembly responsible for the
topics. All the topics were chosen beforehand according to the subjects that were
introduced by the High Assembly. Accordingly, they were mostly about economy,
science, culture, art, politics and religious aspects. These automatically had
defined the domains and subjects that were supposed to be written about.
Furthermore, it was explicitly explained to me that these topics were totally
chosen subjectively based on what members thought might be of interest for
students. One of the authors further clarified that,
“There was also a deeper glance towards possible topics like tourism and
music since there had been no place for music within the Iranian educational
system.”
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However, according to another author, one of the reasons why the project
was stopped during the one day seminar was because of this latest issue (music
and tourism).
Furthermore, according to the author of course books, out of eight topics
included in the coursebook the author had to follow six of them as the previous
version of the book introduced but in practice he was only free to choose two and
for those two new units he decided to select passages about things in which
teenagers might be interested. Although, he did not mention how he did figure out
about what students were interested in.
At the same time, the teacher participants were asked to express their
attitudes towards the topics in the programme and how useful they were.
Accordingly, one of the interviewees considered them not useful at all. Another
one preferred not to make any comments while the third person argued that the
topics were very useful. Although it can be argued that this question was quite
subjective at the same time it might be claimed that these teachers had a lot of
experience and the differences between answers would not have to be that much.
4.3.15 Accent
Accent was another issue raised during the interviews and it was considered
according to two fields, personal preference and programme emphasis. Two
common accents, British and American, were suggested but the participants were
asked to feel free to add any other accent as well.
One of the teacher participants believed that a British accent was the one
that was applied in the programme. Another one thought that there was a mixture
of both American and British. According to him, pronunciation sections in the
textbooks were followed IPA which was British English but the spelling, word
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choices and grammatical structures in some passages were in American English.
On the other hand, the third participant claimed that no particular accents were
stressed in the programme.
Furthermore, according to two authors of the curriculum, this issue was not
taken into consideration since the document was a curriculum. They believed that
these issues were the concern of syllabus designers and they were those who were
responsible for specifying an accent. On the other hand, the other participant
stated that,
“There was no discussion in this regard although the issue was raised but as it
needed to be documented and supported; therefore we just ignored it.”
Having discussed the same issue with the author of textbooks, the researcher
was told that at the time of designing the textbook there was a clash between Iran
and Great Britain as a result the author was advised to apply American English
instead of British.
Furthermore, from what was stated by the teachers, it could be realised that
there was no unity at all; although, there were some common points it seems that
teachers had different ideas about this issue.
Having discussed the included accent in the programme, Curriculum and
textbook, I would like to continue this chapter by presenting the participants’
personal preference towards the accent issue.
Among the teacher participants the answers were varied. One person went
for British English while the other two did not believe in stressing any accents.
Although one of them preferred American English he claimed that he would not
impose children to any particular accents and would let them choose their own
preferred one.
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All the authors of the curriculum stated that there were no differences for
them between American, British or any other accents and they did not prefer any
accent to another; although, two of them agreed that there had to be emphasis on
both British and American while the third one claimed that,
“…if we choose one accent, we have to stick to it and this should be
consistent.”
Finally, the author of the textbooks claimed that he preferred American
English but he would not stress it.
4.3.16 Meaning and Form
Another important factor in CLT as discussed earlier is the extent of
emphasising on meaning and form.
All the teachers seemed to believe that the current programme put more
emphasis on form and structure rather than meaning and message. To clarify, two
participants believed that the role of meaning and message in the programme was
of little importance while the third one considered it as important. Having
discussed about form and structure, all of them agreed that these aspects were
considered very important.
On the other hand, the author of the textbooks claimed that the textbook for
Pre-University level emphasised both meaning and structure but it was mostly
meaning. On the contrary, the other levels’ put the stress on structure and form
rather than meaning and this can be considered as a support to what the teachers
claimed.
Having discussed the same matter with the authors of the curriculum, they
all agreed that both meaning and form were included in the document; although,
this consideration had strong and weak points. According to them, in the early
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stages there was more emphasis on form but as proceeding further the stress had
been changed towards the meaning.
4.3.17 Student’s motivation
Student’s motivation is another concern of CLT which was discussed during
the interview sessions as well.
It was argued by two teachers that this factor was not important at all in the
programme and this comment was backed up by the author of textbooks too. He
also believed that while designing the textbooks there was no discussion about
student’s motivation at all. On the contrary, one of the teachers considered
student’s motivation as a very important issue in the programme but no further
comments were made in this regard.
Furthermore, all the authors of the curriculum commented that this factor
was considered extremely important during designing process; however,
according to one of them, this type of attitude was one of the main reasons for the
document to be rejected since the document did not take policy makers’
comments seriously. The researcher was not told further in this regard what policy
makers were thinking of.
4.3.18 Student Centredness
Another principle of CLT can be categorised as student centredness.
Whether the programme, textbook or curriculum were student centred or not, is
going to be considered in this part.
One of the teachers considered the programme as totally teacher centred.
Another one believed that the programme would be hardly considered as student
centred. These two comments were backed up by the author of textbooks as well.
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According to him, these textbooks were mostly teacher centred. However, one of
the teachers thought that the programme was to some extent student centred.
On the other hand, due to comments made by the authors of the curriculum,
the curriculum document was definitely student-centred from their perspective. To
clarify, according to them, in this curriculum the teacher was considered as a
catalyst. He/She was a source of language exposure and students could learn a
language through either formal instructions or exposure. This was the pupil who
had the main role in learning process and the teacher was only supposed to
provide students with sufficient input.
4.3.19 Supplementary and Authentic Materials
Supplementary and authentic materials have always had an important role
within CLT. This section is going to consider respondents’ view about their role
within the Iranian English language education.
According to the teacher participants, the ELT programme did not
emphasise using such materials at all. Also, one of the participants further added
that teachers were free to use such materials but they were not advised to do so.
Furthermore, according to the author of textbooks, there was no emphasis on
using such materials in the textbooks and this could support what the teachers
said.
On the other hand, two authors of the curriculum believed that these
materials were very important and another one stated that they were considered
extremely important. Having asked whether such materials were designed or
prepared in this regard, I was told that,
“This document was not going to be a productive one and some criteria and
factors were only included for those who wanted to learn four learning skills
within 550 hours, so they would know to what extent these skills could be
improved.”
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Thus, this could be argued that supplementary and authentic materials did
not have any role within the current educational programme in Iran. Although, all
the teachers and writers believed and commented that these materials were very
important in the ELT but not in the Iranian ELT programme.
4.3.20 Availability of Authentic and Supplementary Materials
As presented in the previous question, there was no emphasis on using either
supplementary or authentic materials in the Iranian ELT programme. Having
realised that, the researcher then tried to figure out if such materials were
available to teachers and whether they were applying them in their teaching.
Two teachers explained that supplementary and authentic materials were
available to them but another one claimed that nothing was available to him.
Moreover, those who claimed that such materials were available to them further
commented that they used a lot of these materials. They were using the Internet
and some supplementary books from different publishers. But it is necessary to
indicate that these teachers bought the materials themselves and nothing was
provided for them either by school or the ministry.
4.3.21 Students’ Interest
Some people may think that this issue, whether students liked to learn
English or not, should have been discussed with students rather than teachers. To
justify, it can be argued that if teachers have a correct presumption of their
students’ attitude towards learning a language then this would help them to make
better decisions as well as applying appropriate strategies in their teaching. Also,
since it was impossible for me to talk with students directly or distribute any sorts
of questionnaire among them, this was the only option to figure it out.
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According to two participants, the students were not much interested in
learning English while the third one went further and claimed that students hated
to learn English.
4.3.22 Teaching Instructions and Strategies
In this part of interview, at first there was a query about instructions that
were included in the programme for teaching and if teachers would apply them.
Two teachers believed that they used them to some extent while one of them
believed that she had to do so; since there were third bodies to monitor teachers
and schools and if they would find out that teachers did not follow such strategies
then the whole school as well as the teacher would be in trouble. She further
added that these textbooks were prepared nearly 15 years ago and that was why
they were so out of date.
At the same time, one of the interviewees believed that he had never
followed such instructions since they were so old-fashioned and also they were
not that efficient in developing vocabulary, knowledge of grammar or even
reading skills.
Having considered possible instructions that might exist within the
programme, the researcher then enquired of the teacher participants about the
strategies that might be included in the programme.
Again in this part, two people stated that some strategies were included and
they were applying them at some point but they would accompany some other
strategies with them as well. On the other hand, one of the interviewees believed
that the writers of the textbooks did not introduce or even did not suggest any
strategies.
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4.3.23 Programme Improvement
As the final question in the first part of the interviews with the teachers, they
were asked about how the programme could be improved.
Two teachers argued that the system needed people who had understanding
of the English language and how to teach, not just knowing the theories.
Another one claimed that this was a multifaceted problem and it could be
considered from many different angles. But the first thing to do was to devote
more time to teach the English language in schools. Since he was dealing with
many teachers because of his job, he believed that most teachers were
complaining about the lack of time in the English programme for developing
skills in students. So, if more time had been devoted then many problems would
be resolved. Then another change needed to be made regarding the textbooks and
the approaches introduced for the ELT. According to him, there was a need for
changing teachers, the way they thought, their attitudes towards teaching language
education and their knowledge base of language teaching.
From what was said by the participants, it could be argued that the teachers
did suffer from lack of relevant skills as well as appropriate techniques in order to
teach efficiently, so the Iranian educational system needed an effective teacher
education programme or very powerful in-service teacher programmes in order to
prepare teachers for the field. Moreover, according to the teacher participants, the
allocated time to teach English needed to be increased as well.
4.3.24 Using Mother Tongue or Not
Whether a teacher should apply a mother tongue in his/her teaching or not,
could be considered as a quite controversial topic and it was discussed with the
interviewees.
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Among the authors of the curriculum, two people believed that it was a very
important issue while another one believed that it was an extremely important
matter. One of the authors argued that, “using the Persian language was not
banned; however, it was not recommended at all”. From authors’ point of view
since all pupils and teachers were sharing the same culture and language, in some
cases using the Persian language might be helpful. While, the whole environment
had to be a foreign language situation but mother tongue could also be applied if
that would be helpful to language learning and make it facilitated.
At the same time the teacher participants and the author of textbooks shared
the same view as well. All the teacher participants believed that a teacher had to
speak English and it was an extremely important issue.
4.3.25 Extent of Speaking in English
Having received a positive response during the earlier discussion, the
teachers were further asked about the extent of speaking English in a class.
Interestingly, two people stated that they were always speaking English and
another one stated mostly.
4.3.26 Level of Speaking English
At this point, it was tried to understand the teachers’ level of speaking from
their own perspective.
Two people believed that their level of speaking was excellent and the third
one said that her speaking was very good.
As a person who talked with these people I think that I should make a point.
Since all the interviews were run in English and I talked to the interviewees
directly, I would also like to add my personal impression too. Having talked to
these people, I would say that their level of competence in speaking English was
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good; however, it needs to be borne in mind that two of the interviewees used to
live in Great Britain for many years and another one did pass many language tests
and had a lot of English language qualifications.
4.3.27 Availability of Guidelines
It was then tried to figure out if there were any materials or guidelines
available to teachers and whether they would use them.
Interestingly all of them believed that such materials did not exist at all and
this was also supported by the author of textbooks. So, from what these people
said, this can be claimed that except the textbooks no instructional, guidelines,
supplementary, authentic or any other materials whatsoever that would be
provided by either schools or the Ministry of Education was available to teachers
in secondary schools in Iran.
4.3.28 Teachers’ Personal Aims
Later on the researcher tried to realise teachers’ personal aims and what
achievements they were trying to achieve by the end of an academic year.
One interviewee considered language as a means of communication. She
believed that,
“I am an educator and a person who facilitates a lot of things for her students.
Communication is the first issue and I try to teach students to study English
and apply it to other things in their life.”
Another one thought that since developing reading skills was the main goal of
language education in Iran then he would do his best to fulfil such an aim but
because the textbooks were not good enough, he tried to supplement them with
some other materials in order to help students achieve this goal.
The last interviewee stated reading ability, perfect knowledge of grammar as well
as good writing as his aims.
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4.3.29 Activities
As discussed in the earlier chapters, role-playing and group working are
quite important in CLT. At this point the researcher was trying to consider the
attitude of teachers and other author participants in this regard.
From what the curriculum authors commented on, the above activities were
considered very important in the curriculum document. They explicitly explained
that all the introduced activities in the curriculum were related to role-playing,
group working and games.
Moreover, two teachers stated that theses activities were performed quite
often in their classes while another one considered them less important.
4.3.30 Assessment
Assessment and testing system were the next issues that were enquired about
during the interviews.
According to the authors of the curriculum, assessment was considered as a
support to a teacher and to teaching. So, there was a two tier system of
assessment, the norm reference test and the criterion reference test as well as
formative assessment and the summative assessment.
The formative assessment was an important part of assessment in
secondary schools which would enable teachers to assess their students through
the school year within different ways i.e., through observation, portfolios, self
assessment etc. According to the authors, this was not something for testing the
students but to document the progress of students through a year.
The formative assessment was an integral part of teaching and it was
designed in order to help teaching because this would familiarise teacher with the
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objectives as well as considering all aspects of learning which were important for
the achievement of the goals of the programme.
At the same time to assess the progress of pupils through the school year
alongside the formative one there was a summative assessment which was a
norm-referenced testing and was going to be a standardised test based on the
objectives of the programme that would be designed nationwide.
In this case it would be possible to compare pupils’ achievements with the
achievements of other schools in other provinces or districts. So, that would be an
integration of summative assessment as part of teaching and at certain stages the
summative assessment by standardised test to check the achievement of the
objectives nationwide.
Furthermore, having asked the same question from the author of textbooks,
the researcher was told that the author was never asked to make any suggestions
in this regard.
Moreover, when the teacher participants enquired regarding the same issue,
one of them considered group work as one of her favourite strategies in
assessment. According to her it was not just for evaluating students but it was for
teaching them too. When the students were working in groups they would be
evaluated as well. She would further apply the group working in dictation, tests
and in readings. So, students would have individual dictations, readings, tests and
then they would have final exams too.
Another interviewee considered his testing tools based on reading as the
educational goal. He mostly provided students with passages which they were
expected to respond. According to him, since reading was an interaction process
between the reader and the text then the reader himself/herself had to be activated
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and supposed to be engaged in the reading process. One interviewee also preferred
administering verbal and written exams only.
4.3.31 Curriculum in Practice
Before considering the comments presented by the participants, I would like
to present the last question that was being asked from the authors of the
curriculum.
 To what extent do you think current practice in teaching English reflects
the requirements of the curriculum?
All the interviewees declared that this practice only reflected a little of what their
document would require. One of them further elaborated the case in this way:
“It is very difficult to work in Iran, I mean language teaching. You’re under a
lot of pressure from the government. It was the same in previous
governments as well but now the pressure has been increased … yes, it’s
been increased in a way that the programme has been stopped and even the
team has been dismissed.”
4.3.32 Further Comments
Having considered the questions within the interview sessions, this part is
going to report further comments stated by the participants.
One of the authors of the curriculum raised another issue which was not
included in the questionnaires and it was thought that might be of interest. He
believed that there was another environment which had been added to the world
of language learning in recent years and that was what he referred to as ‘Cyber’.
Accordingly, there were four environments; the first one was family, the second
one was school, the third one was university and generally written environment
and the forth one was cyber. To clarify, the cyber was mainly referred to the
Internet and related issues. According to him, it was necessary to consider the
effects of the cyber on the teaching and learning environment as well. Having
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asked whether it was included in the document or not, a negative response was
given. It was the case since authors had to consider the issue nationally and due to
circumstances it was impossible to apply the cyber in the document as well.
Furthermore, one of the teacher participants commented that,
“Well, I wish, I wish people who are preparing these stuff, they wouldn’t sit
and look at the people that they’re presuming this whatever that they
produce, I wish it was, there was a way that they could communicate, they
could see us.”
And finally, the author of the textbooks further stated:
“Well, I’d like to say that the whole English, second language education
programme in Iran is highly affected by political and religious ideas. And
unless we have a clear definition of and also description of a good language
programme we can not have language education improvement.”
Furthermore, although comprehensive information was provided concerning
both designing process and whole curriculum itself, there was no sign of piloting
stage in this project. Also, nobody mentioned anything concerning feedback from
other experts or people besides members of the committee.
To sum up, according to the authors of the curriculum, the author of
textbooks as well as the teacher participants, there was neither a curriculum nor
syllabus available for ELT in Iran and the only curriculum that was recently being
designed for the first time was rejected by the government. According to the
teachers, the Iranian English language teachers had a lot of difficulties i.e., lack of
access to appropriate materials as well as financial problems and also according to
the authors, the attitude of policy makers towards the ELT needed to be changed;
otherwise, it would be impossible to teach the English language let aside
performing CLT.
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CHAPTER 5 DISCUSSION AND IMPLICATIONS
The aim of this chapter is to bring together the collected data and to discuss
the meaning and implications of the findings. The findings, which have been
presented in previous chapters, will be compared with what might have been
expected from the literature. Any differences will be discussed in detail and the
findings then will be used to answer the research questions as well as to clarify
new research questions. There will be also a discussion about the implications of
these findings and possible next steps, for example in terms of new research
which might be needed.
This chapter will begin by discussing some limitations of the research
described in this thesis. This will be followed by a discussion regarding the
constraints that the authors had when designing the curriculum and its
accompanying textbooks. The main goals as well as students’ achievements
within the curriculum, the ELT programme and the Textbooks will be considered
later in this chapter. The curriculum document, the ELT programme and the
textbooks will be further examined in order to find out whether they include
communicative materials (Balance in Presenting Language Skills, Culture,
Authenticity, Chosen Topics, Role of Meaning and Form, Student’s Motivation,
Student Centredness, Role Playing and Game). This will be followed by a
discussion regarding the availability of the curriculum document. Supplementary
and authentic materials will be considered next. Having considered the above
issues, teachers’ level of spoken English and its importance and assessment
strategies will be discussed as well. This argument will be followed by a section
concerning teachers’ view of the curriculum.
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5.1 Research Questions and Data Collection
Prior to starting the main discussion, a summary of the collected data as well
as the research questions will be presented just as a reminder. This thesis is based
on research that was aimed to address the question below:
 To what extent does the Iranian national curriculum include a
communicative pedagogy?
The sub questions below were then developed that had to be answered in order to
find out about the main question of this research.
 What constraints did the curriculum authors have in designing the
curriculum?
 What was the aim of the curriculum? What achievements were
students supposed to have?
 Did the curriculum document include communicative materials?
 What was the balance in the curriculum document between the four
language skills – speaking, listening, reading and writing?
 What was the role of English language culture in the curriculum?
 What was the role of supplementary and authentic materials in the
curriculum?
 What were teachers’ views of the curriculum?
For the purpose of this research different types of data were collected that
would help to find answers to the above questions. The first piece of data used for
the purpose of this research was a literature review. In this phase a whole year was
spent on reading and considering the literature that existed about CLT. It followed
by the second phase which was a desk-based analysis of the ELT curriculum in
Iran, using CLT criteria as a guide. The researcher then went to Iran in order to
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perform the third phase of data collection. That mainly consisted of distributing
questionnaires among Iranian English language teachers in secondary schools as
well as interviewing some of them, interviewing authors of the Iranian national
ELT curriculum and conducting one interview with one of the authors of English
language textbooks for secondary schools.
Having presented a summary of the research questions as well as the
collected data, this chapter will be followed by a discussion regarding the
constraints and limitations that the researcher encountered during the execution of
this research.
5.2 Constraints and Limitations
Every researcher needs a detailed plan prior to implementing a research
project. They may start by considering the method that is going to be applied for
the purpose of research and then there would be anticipation about the procedures
for data collection and the possible constraints that might emerge from this.
Afterwards during the research implementation, the researcher would encounter
situations or difficulties that he/she may not have been prepared for and this is
absolutely normal since there are always things that happen which people are not
prepared for. The same story is also true for the current research. While the
researcher was able to predict certain possible difficulties and problems that might
happen during the execution of the research, there were other issues that emerged
and he was not prepared for. So, he had to do his best to cope with those
difficulties in the best way possible and not to let them jeopardise the study. This
section will be a detailed discussion about the limitations and constraints that were
being encountered during the implementation of this research.
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Given the complexity of the issues and the cultural politics of the setting, the
researcher was not convinced that a survey questionnaire would be the most
appropriate instrument for investigating the topic. It felt that using a more subtle
and context sensitive method for addressing such issues; e.g. participant
observation, ethnographic interviews would be more relevant.
As a result, one of the methodologies that was chosen for data collection
was classroom observation. The researcher was planning to attend 12 classes
where the English language was taught. This would give him a chance to realise
how the English language was really taught within classrooms in Iran; as a result
it would have helped towards a better understanding of the situation as well as the
points that would be mentioned by teachers. Also, it would help him to see if the
English language was presented as suggested by the ELT programme.
Unfortunately, due to the regulations that existed within the Iranian educational
system, the researcher was not allowed to do this on a systematic basis. However,
2 teachers, through friendship, offered him an opportunity to observe and
videotape their classrooms but since this would not be enough to be built on for
the purpose of this research and there were real risks that what he observed would
have been unrepresentative of practice in general, it was decided not to include
them within this project.
Besides the above methods, before going to Iran the researcher was planning
to interview 12 teachers, 6 male and 6 female, in secondary schools in Iran.
Obviously there might be some points that had not been mentioned in the
questionnaires or might come up later. So, it was worth considering this option as
an alternative to get more information in the field. But for practical reasons this
turned out to be impossible and he could only interview 3 teachers, 2 males and 1
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female. According to the law in Iran, if anyone wants to execute any research
within schools, he/she has to receive official permission from the Ministry of
Education. Having introduced himself as well as the project to the Ministry, after
considering researcher’s requests they informed him that only the distribution of
questionnaires would be allowed and this would only be possible in male schools.
Since no official permission was granted for conducting the interviews; the
researcher started to look for some friends who might know some English
language teachers who would like to be interviewed voluntarily. Having tried for
a long time, 3 people were found who agreed to be interviewed. The threats to
representativeness inherent in this are fully recognised.
One of the possible difficulties the researcher anticipated prior to visiting
Iran was how to get all or some of the authors of the curriculum document to
participate in the research. He thought that if this caused a problem then the
researcher would only consider the curriculum itself as well as the data that were
collected from teacher participants. However, this did not happen and he was able
to interview three authors of the curriculum. There were eight people who were
involved in designing the Iranian National Curriculum for ELT. Some of them
were university lecturers and the others were teachers in secondary schools.
Finding contact details for these authors was very difficult, but he managed to
interview 3 authors out of the eight.
Having completed the fieldwork and considered the results of the collected
data, it was decided to have some interviews with policy makers in the office that
was responsible for designing and preparing the materials for ELT in Iran as well
as the minister of education himself. This would, was felt, give the researcher a
better understanding of why such a policy was chosen for ELT. However, the
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policy makers and authorities in this field did not agree to be interviewed. On the
other hand, he received an invitation from the Minister’s office to have a chat with
the Iranian minister of education but unfortunately, on the day of their meeting the
meeting was cancelled due to a delay in the minister’s flight, and the researcher
was never informed of an alternative time to meet him.
Furthermore, concerning the shortcomings and problems of this research
there are some issues that need to be addressed. One of the main critiques of this
research could be its small amount of data in terms of the number of interviews
with teachers as well as lack of classroom observation. But it needs to be borne in
mind that before visiting Iran the researcher was quite sure that he would be able
to perform the above activities. However, having begun the fieldwork, I was not
granted such permission. I believe that such permission was not granted because
authorities were afraid that these data would be published in Great Britain and
these issues were considered quite confidential in Iran and they would never like
them to be sent abroad. On the other hand, one of the main advantages of this
research would be the interviews that were conducted with authors of textbooks
and curriculum document since they gave the researcher a great insight into the
ELT system in Iran and they confirmed his own personal assumptions and many
other issues that were raised and discussed by teachers.
Another difficulty that might be discussed could be the limitations of the
curriculum analysis. Since the curriculum document was written in Persian, the
researcher had to translate it into English. Although he does have a B.A. in
English language translation there was always a concern that the translation of the
curriculum might not convey the actual meaning of the authors. Also, due to
cultural differences between Iran and Great Britain, careful consideration had to
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be given to the meaning of words since some vocabularies might have specific
meanings in Iran in a particular context while their English equivalent might not
have such meanings.
Also, since the researcher was the only one who read and analysed the
curriculum document, a question might be raised that this analysis could not be
considered reliable. Some might argue that he only looked through the document
via his own perspective although he had the principles to compare still they might
argue that if somebody else would analyse the document then the results would be
different. While this is accepted as a shortcoming it must be argued that this
shortcoming could be true about most research. In each study there is one person
or a group of researchers who investigate a topic and it could be always true that if
some other people looked at the data, the results could be different since people
are different and each individual has his/her own perspective and this is
inevitable. Moreover, as discussed earlier, attention must be given to that fact that
in order to make sure about the validity of findings arising from this process, a
colleague who had expertise in ELT was then asked to have a look through the
findings and provide the researcher with his feedback. So, the findings achieved
from the analysis of the curriculum document were considered by an expert who
provided the researcher with an opportunity to make sure his findings are valid
and reliable.
Moreover, prior to initiating the main discussion, it would be worth
considering that as mentioned earlier, the textbooks and the ELT programme that
was run in Iran during the execution of this research were not written or based on
the curriculum document that was considered for the purpose of this research. In
fact according to the author participants, the above issues (Textbooks and ELT
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programme) were not based at all on a well written and agreed document that
could be referred as the national curriculum or syllabus.
5.3 Authors’ Constraints
During the process of designing any document or plan, the writers would
encounter some difficulties and the case of the Iranian ELT curriculum document
and its related textbooks were no exception. It could be argued that the authors
were under a lot of pressure from the Iranian government because of political
reasons as well as local and cultural boundaries due to Iranian and Islamic culture.
They also had some limitations because of the language competence of Iranian
language teachers, the time available for teaching language within the school year,
availability of resources and pupils’ interest.
5.3.1 Political Constraints
In a study about designing curricula (Dornyei, 2001, p.63) it was suggested
that most curricular topics are selected primarily on the basis of what society
believes students need to learn, rather than on the basis of students’ actual need.
This was also the case in countries like Iran where there was an especial emphasis
on achievement standards in school. According to the authors of the curriculum,
there were topics that they wanted to include but because of the limitations that
existed this did not happen and as discussed earlier there were many other issues
against their wishes that they had to follow because of their boundaries. The
results from the curriculum analysis also supported this claim. For instance,
tourism and music were considered as the topics that most students would be
interested in, and as a result the authors were trying to put these topics into the
curriculum; however, due to the pressure that existed from the government this
did not happen and the results of the curriculum analysis showed no sign of such
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topics. The same issue was also stated by the author of the textbooks as one of his
main concerns.
5.3.2 Educational System Boundaries
Furthermore, from what the teacher participants and the author of the
textbooks claimed, their situation was more difficult since they had fewer options.
According to the teacher participants there was an increased pressure on them to
prepare their pupils to take language exams as fast as possible and make students
ready for the national university exam and final tests; therefore, many teachers
responded to this pressure by narrowing the curriculum and teaching to the test.
Given that based on the participants’ comments the vast majority of language
exams and tests in Iran failed to assess real communicative language content,
teaching communicative skills became or remained a neglected component in
many foreign language classrooms. However, it needs to be borne in mind that
this was only a claim made by the participants and it might be wrong in actual
practice. Anyway, proving the above claim would need a research study that
would examine tests and their results within the Iranian ELT situation and without
having done such research the above claim could not be regarded as a fact.
According to the findings in this research and the study that the researcher
conducted earlier (Dahmardeh, 2006), this was the way that the English language
was taught in Iran. Prior to moving further, it may be worth presenting a summary
of what the researcher did in 2006.
5.3.2.1 An Exploratory Case Study
Dahmardeh (2006) reported on a project to analyse the English language
textbooks that were designed for Iranian Secondary Schools within the
communicative framework, as well as exploring ways of presenting the language
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skills communicatively. During the discussion, different sections of each unit
were reviewed, and the shortcomings of the textbooks based upon the literature
material were considered. Consideration was also given to the results of
questionnaires which were collected from teacher and author participants.
The findings of this exploratory case study revealed that there were many
inconsistencies between the students’ needs, and the textbooks that were available
on learning and teaching the English language, though a few of them were
reliable. The purpose of this research project was to recommend constructive
changes, in order to make the textbooks more communicative as well as
compatible with students’ and teachers’ needs and expectations.
5.3.3 Language competence of Iranian language teachers
The language competence of Iranian language teachers was another issue
that the authors were quite concerned with. The teachers were not at all ready to
implement the new curriculum and there had to be in-service training sessions in
order to prepare them to adjust to the requirements of the new curriculum. As
discussed earlier, nearly all the teacher participants were agreed on this issue and
they were asking for some sessions that would help them to improve their
knowledge and prepare them with new knowledge of ELT. My analysis of the
curriculum also supported the fact that teachers’ expectations were quite high and
the collected data regarding what teachers stated about their language proficiency
suggested that the teachers were not ready to meet the requirements of the new
curriculum. As they themselves requested and was also suggested by the authors,
there needed to be some training sessions in order to prepare the English language
teachers in Iran.
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5.3.4 Time Limit
As for the time limit, a lot of discussions were made by all groups of the
participants. Nearly all of them were unhappy about the time allocated to
language teaching in secondary schools and they expressed the view that more
time needed to be given to this subject. Concerning the portion of time that should
be allocated to language teaching different suggestions have been made by
different scholars as well as researchers but it has to be borne in mind that the
allocated time has to be compatible with the amount of teaching as well as portion
of textbooks and also what teachers are expected to do. Discussing how much
time should be given to this subject in Iran is not going to be considered in this
research since this would require a deeper study and would involve more research
in the field. However, according to both teachers and authors the time that was
given to the ELT in Iran must be increased since according to teachers they had
not enough time to even cover textbooks in their entirety and according to the
authors more time has to be spent on this subject in order to fulfil the
requirements of a communicative curriculum. Although, it has to be kept in mind
that nearly all teachers of every subject always think there is not enough time
available in order to teach what they have to teach, so this does not mean this is
always true.
5.3.5 Resources, Availability and Students’ Interest
Finally, availability of resources and lack of pupils’ interest were raised by
the authors as other constraints that they had. The first issue will be discussed
later in the section in which the researcher discusses about the supplementary and
authentic materials as well as resources. As for the students’ lack of interest,
although the responses given by the authors of the curriculum did not indicate that
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the students did not like learning English. But the author of textbooks as well as
many teachers argued that pupils were not interested in learning English. Some of
them even went further and argued that their pupils hated to learn English and the
author of textbooks confirmed the case as a limitation. Although these people
made such a strong claim, it could not be verified as no students were interviewed
and so cannot be considered beyond a perception that may or may not be true. The
reason why students disliked learning English according to the teacher
participants was because of the inappropriate, boring programme as well as
textbooks; however, this has to be borne in mind that a lot of other factors could
be involved that would cause such an attitude. For instance, the students might not
like those particular teachers or the way that they taught the subject and as a result
they did not like to learn English. Obviously no one would ever say or some may
not realise that their students do not like them while it could have a vital impact
on students’ success or lack of success in learning a subject.
Zhan and Le (2004) in their paper about interpersonal relationship between
teachers and students tried to clarify the role of teacher-student relationship in
students’ learning and teachers’ teaching. Accordingly,
 “The purpose of students entering into university is not only to earn
degree but to have encounters with new people and enrich their life
experiences.
 A trusting relationship between teacher and student minimises
antagonism and maximises mutual understanding.
 The more intimate the relationship between teachers and students is
the more intense the commitment of the participants to the project of
learning.
 Good interpersonal relationship influence students’ learning outcomes
and enhance the quality of learning.” Zhan and Le (2004)
They (2004) further presented characteristics of good teacher-student relationship
as,
1. Equality
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2. Mutual Trust
3. Friendly working Relationship
4. Mutual Respect
5. Mutual Concern
6. Partnership and mutual dialogue
Having said that, Kandaswamy (2007) also argued that a positive student–
teacher relationship makes students feel happy, thus resulting in effective learning
outcomes. This would further enhance students’ motivation and facilitates
students’ self-directed learning. The skills and communication learned through
good relationship enables students to build up a harmonious relationship in
dealing with others in the society. Moreover, a good teacher–student relationship
stimulates students’ interest in learning the subject. Finally, this would improve
students’ self–esteem and enhance their self-confidence.
Furthermore, according to McGrath (2002), Cunningsworth (1995) and
many other scholars, interest and motivation have major roles within ELT. They
are considered as important characteristics of student-centredness which itself is
one of the principles of CLT. Accordingly, it is very important for both language
teachers and those who design ELT programmes and curricula to bear in mind
pupils’ interest. According to the curriculum analysis, the document did spend a
great portion on this issue; however, according to the teacher participants and the
author of textbooks this factor was considered within neither textbooks nor the
ELT programme. Thus, this piece of evidence could support why the author of
textbooks considered the case as a constraint. These findings could suggest that
those who were responsible for designing ELT programme in Iran as well as the
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textbooks had to keep in mind the students’ interest as a vital fact and this issue
needed to be taken seriously.
5.4 Main Aims of the Programme and the Curriculum as well
as Students’ Achievements
It is very important to realise what students are supposed to attain by the end
of a programme in the very beginning since this would help teachers, students as
well as course designers to have an understanding of the final aim. Based on the
analysis that was made about the curriculum document, students were expected to
achieve some goals proportionate to the European B1 level (equal to pre-
intermediate which was explained earlier) of the European Union’s curriculum
according to proficiency scale by the end of foreign language teaching programme
in the country’s educational system and this was also confirmed by two authors of
the curriculum. The reason for choosing B1 as the relevant and appropriate level
for the Iranian students was because of the time that was given to this subject
within the Iranian secondary education. The analysis of the curriculum suggested
that each educational year in Iran is composed of 25 efficient weeks (2-4 hours
per week for each age group) which means 525 hours per year for all age groups
combined are spent to teach English within Iranian secondary and middle school
(the table below represents the distribution of time, quoted from INCTFL page
54). Furthermore, according to the curriculum document (page 54) in order to
achieve the B2 level of proficiency, 600-700 hours need to be spent for teaching
language and since this was impossible then the B1 was chosen as the appropriate
one.
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Grade/Level Teaching HoursPer Week
Teaching Hours
Per Year
Guidance School – Level 1 2 Hours 50 Hours
Guidance School – Level 2 4 Hours 100 Hours
Guidance School – Level 3 4 Hours 100 Hours
Secondary School – Level 1 3 Hours 75 Hours
Secondary School – Level 2 2 Hours 50 Hours
Secondary School – Level 3 2 Hours 50 Hours
Pre-University Level 4 Hours 100 Hours
Total 21 Hours 525 Hours
Table 3: Distribution of Teaching Hours in Secondary Education
Having compared the goals of the curriculum with the CLT’s presented by
many scholars like Finocchiaro and Bonomo (1973), Dubin and Olshtain (1986),
Carrasquillo (1994), Tudor (1996), Celce-Murcia (2001), Hadley (2001),
Savignon (2002), Ellis (2003), Nunan (2003), Macaro (2003) and many others it
could be argued that the aims presented in the curriculum document did to a great
extent match with the CLT’s.
Nevertheless, the results from the interviews that were carried out with
author of textbooks and teacher participants as well as the distributed
questionnaires suggested that only improving reading ability was considered as
the major goal in both ELT programme and textbooks; although, the teacher
participants declared some other goals that were discussed in the relevant chapter.
Bearing in mind the goals of CLT, this would suggest that the goals introduced in
neither textbooks nor the ELT programme were compatible with CLT’s since a
lot of elements of CLT were missing. For instance, these materials did not take
into consideration the role of other 3 language skills and there was no discussion
about communication and how important it is for students to be prepared to cope
with the difficulties that they may encounter in real life.
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Moreover, according to Larsen-Freeman (2000, p.121) it could be argued
that CLT aims broadly to apply its “theoretical principles by making
communicative competence the goal of language teaching and by acknowledging
the interdependence of language and communication”. Besides, since CLT aims to
develop the ability of students to use language in real communication, in which
communication is characterised as,
“involving two general purposes- the international function, where language
is used to establish and maintain contact, and the transactional function,
where language is used referentially to exchange information. CLT, then, is
directed at enabling learners to function interactionally and transactionally
in an L2.” Brown and Yule (1983, p.27)
And bearing in mind the characteristics of the B1 level and the curriculum as well
as the principles of CLT, it could be concluded that the curriculum document to
some extent could be considered as a compatible document with CLT. On the
other hand, the textbooks and the ELT programme would never be considered as
communicative materials.
Having said that, it could be argued that within the Iranian ELT programme
as well as textbooks there was no emphasis on culture, listening, writing, speaking
etc. and also while principles of CLT emphasise presenting all language skills,
according to the participants the ELT programme and the textbooks did not
include anything besides reading. Bearing in mind the characteristics of Grammar
Translation Method (GTM) (presented in Larsen-Freeman, 2000) and what was
included in these materials (both the ELT programme and the textbooks) as well
as Dahmardeh’s findings (2006) it could be concluded that they were more
compatible with GTM rather than CLT.
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5.4.1 Sum Up
In total, the final goals of the ELT programme, as well as the behavioural
objectives which were aimed at by the curriculum designers, were obscure and
remained to be delineated. This might have various ramifications across the
different phases of the curriculum i.e. classroom implementation and evaluation.
Teachers actually dissented as to which teaching methodology should be applied,
which skills and psycholinguistic abilities to emphasise and what to include in
their exams. At the time of conducting the research, the nationwide exams which
were administered by the officials were playing the role of an agreement
document among teachers which, in turn, had its own negative effects known as
the washback effect.
Consequently, teachers taught in a certain manner in order that their students
could pass the tests which were administered at the final year of secondary school
education and University Entrance Exam rather than executing the actual
programme worked out by the academic specialists. In fact, there was a hidden
curriculum among students and teachers which determined what they had to do in
the classroom.
Except for the inconsistencies mentioned above, according to Dahmardeh
(2006) there was an acceptable degree of concordance between the objectives laid
out in the introduction of the books for each section of the lessons in the series
and their implementation in the material.
5.5 The Extent of Communicative Pedagogy
This section is going to be a discussion concerning the extent of
communicative pedagogy within the materials that were considered for the
purpose of this research. As discussed in the previous chapters, the authors of the
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curriculum document explicitly stated that their curriculum was totally
communicative and it was written based on the communicative principles. Having
said that, the analysis of the curriculum document that was performed by the
means of CLT principles acquired from a variety of literature did also suggest that
curriculum document was based on communicative materials and it was to a great
extent communicative; however, some parts of communicative pedagogy were
missing and that was why the curriculum document could not be considered as a
totally communicative material. In order to justify the reason for making such a
judgement, there will be a discussion about the issue in greater detail from
different perspectives later in this section.
Having presented a brief summary about the state of the curriculum
document, this section is continued by presenting a discussion regarding the
extent of communicative pedagogy of the ELT programme itself. The results of
this part could be considered both interesting and confusing. They are interesting
since a variety of answers were given by the teacher participants; on the other
hand, they are so confusing since the differences are so dramatic and make it very
difficult to come up with an idea of what was going on.
According to the respondents, there were two types of activities that most of
the participants believed that students could perform: a) taking a taxi in an English
speaking country and informing a driver about the destination; and b) doing a
simple greeting. On the other hand, with respect to the rest of activities (Reserving
a room in a hotel in English speaking countries, having a discussion about a
favourite topic with an English native speaker and defending what they believe in,
comprehending a radio programme broadcast in the English language i.e. BBC,
CNN, reading and comprehending an English newspaper, magazine or brochure
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i.e. The Times, The Independent, writing a report of a trip or an invitation letter to
a friend who lives outside of Iran), the majority of the people believed that
students were incapable of performing these activities. According to what they
said, it could be argued that since taking a taxi might not involve an awful amount
of speaking and using difficult vocabularies and students were probably familiar
with the place where they were heading to or they might have the address written
or memorised, so they could manage that activity. To justify the ‘doing a simple
greeting’ issue, based on the comments made by the participants, attention must
be given to the fact that this is a routine practice within secondary schools
textbooks and there are some cliché conversations which students are supposed to
memorise and practise together and that could be the reason why the teacher
participants claimed that students were able to perform such an activity.
However, with respect to the rest of activities, the discussion below might be
made to present the rationale behind why teachers claimed students were
incapable of performing them:
 According to the comments made by the teachers, the students were
incapable of reserving a room in a hotel as well as discuss a favourite topic
because they both required a lot of speaking, questions and answers as
well as a large vocabulary and also students were not practising speaking
enough to cope with such situations and their knowledge of vocabulary
was so limited because of the education that they received.
 Comprehending a radio programme like BBC needs an awful lot of
practice in listening and according to the teachers, there was no practice in
listening at all within the secondary schools in Iran and that was why the
students would be incapable of comprehending such programmes.
Chapter 5 Discussion and Implications Page | 235
 Reading an English newspaper like Times besides a good skill of reading
and reading comprehension, requires a moderately good vocabulary
knowledge which again according to the participants, students did not
have such a good knowledge of vocabulary.
 Writing a report or letter additional to a good knowledge of vocabulary
and grammar requires an understanding of structural form and style of
different letters and reports and according to the teacher participants,
students in Iran were not trained for such activities and even if they would
have a good knowledge of grammar and vocabulary they would not be
able to put them into practice since they were never trained to apply their
knowledge in real situations.
On the other hand, those were a few people who claimed that their students
could perform the communicative activities justified it by explaining that their
students were able to perform the activities since they were trained for such
activities either at private institutes or by their teachers beyond what syllabus
required.
The extent of communicative pedagogy could be discussed from other
perspectives as well. I am going to start a series of discussions that would look for
other aspects of CLT within the curriculum, ELT programme and textbooks.
5.5.1 The Balance in Presenting Language Skills
The extent of communicability of the curriculum, ELT programme and the
textbooks could also be discussed from another perspective, the balance in
including four language skills as well as extent of presenting them.
Concerning the curriculum document, the findings from the curriculum
analysis suggested that all the language skills were considered in the document. It
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was stated in the document that teaching language skills was quite important;
thus, a great attention was given to these skills during the designing of the
methodology of language teaching. For instance, the curriculum was taking the
reading skill as a sample and then tried to clarify and exemplify the learning
strategies that might be involved in this skill (Iranian National Curriculum for
Teaching Foreign Languages [INCTFL], p.42). Having compared these findings
with what were discussed by Krashen (2004), Berardo (2006) and Gardner (2005),
it could be argued that the authors of the curriculum document considered this
skill quite communicative and comprehensive based on the principles of CLT.
On the other hand, according to one of the authors of the curriculum, the
system itself [the government and educational system] considers language
learning as a receptive issue rather than a productive one. Therefore, authors had
to mostly consider reading skill in which there was no productivity and it was
against their wishes. This comment made by this particular author could be quite
controversial. This person considered the reading skill as a receptive one not a
productive one, a classification which could be questioned. According to
Aebersold and Field (1997) and Krashen (2004), reading is used to accomplish
not only itself but also a written summary, a written report, an oral report, a group
discussion, a debate, in other words, reading is a powerful means of developing
reading comprehension ability, writing style, vocabulary, grammar and spelling.
Furthermore, Jacobs, Davis and Renandya (1997) and Harmer (1998) argued that
students could increase their knowledge of vocabulary, grammar and text
structure with the help of reading. Thus, their language proficiency increases in all
the four language skills of listening, speaking, reading and writing. Moreover,
Bamford and Day (2004) explained that research studies show students who read
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a great deal in the new language become better and more confident readers. They
write better, their listening and speaking abilities improve, and their vocabularies
get richer. In addition, they develop positive attitudes toward and increased
motivation to study the new language.
Having said that, it could be argued that reading could not be regarded as a
receptive or passive skill and if it would be used properly then it could help to
improve other skills as well. Moreover, today, listeners and readers no longer are
regarded as passive. They are seen as active participants in the negotiation of
meaning. Schemata, expectancies, and top-down / bottom-up processing are
among the terms now used to capture the necessarily complex, interactive nature
of this negotiation (Savignon, 2001).
Concerning the textbooks designed for ELT in secondary schools, the
situation was a bit different. These course books are mainly concerned with
reading and other skills are used instrumentally in order to help this skill to be
improved and there is no sign of listening at all; however, according to the author
even these course books fail to practise reading and reading comprehension
properly as they are supposed to. Proving such an idea would require a
comprehensive analysis of textbooks (please refer to Dahmardeh, 2006).
Dahmardeh (2006) claimed that the books have devoted a large proportion of the
lessons to materials that primarily aim at developing and enhancing the reading
ability of the students. Considering the idea that the main needs of the students
might be to acquire an acceptable degree of mastery and skill in reading materials
written in English, this allocation looks justified. However, Dahmardeh’s findings
suggested that the course books fail to practise reading properly. So, his findings
could be a support to what the author of textbooks claimed in the current research.
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Having said that, it could be argued that not only do the textbooks fail to
practise reading but also, according to Dahmardeh (2006), integrate language
skills. It was the case since, neither in the introduction nor in the lessons has it
been explicitly mentioned by the writers of the books how to treat listening
comprehension and writing skills. It is totally left to the teachers to decide
whether to practise it or not. There is no section in the lessons specifically
designed to develop and enhance listening skills in the pupils. However, the
teachers could probably work on this skill through having the pupils listen to the
reading passages read aloud by the teachers or other students in the classroom. To
involve the students actively and attentively listen to the passages read aloud, the
teacher could ask various comprehension questions at different points or at the
end of the listening activity to check their understanding. The speaking skill is
also taken into account though indirectly and as a marginal activity. There are
certain questions at the end of each reading passage which require the students to
give oral answers.
Dahmardeh (2006) further argued that the last but not the least is the
writing skill. According to him, “If we define the writing skill as the ability to
communicate one’s thoughts and ideas to a particular person or group of
addressees through the orthographic form of a language, it is possible to claim that
it is somehow neglected in the series”. Although some exercises of the lessons are
intended to enhance the writing skills of the pupils, they are limited to a few
isolated sentence production activities in a decontextualised and sterile milieu of
communication. Nowhere in the books are pupils assigned writing activities to the
sense which was proposed above. The authors could have included writing
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activities in different formats varying from controlled to free writing according to
the proficiency levels of the student groups.
Furthermore, according to McDonough and Shaw (2003) and many other
scholars, one of the main principles of CLT is regarded as presenting all language
skills equally as well as an integration of them which these textbooks fail to
justify. Therefore, it could be concluded that the coursebooks could not be
referred to as communicative materials from this viewpoint.
With respect to the ELT programme, according to the participants, reading,
and grammar and to some extent writing and vocabulary are among the main
activities that are emphasised and practised within the programme. However,
listening and speaking are not referred to in the programme at all. Bearing in mind
the CLT’s principle about integration of skills, it could be argued that another
principle of CLT again is missing and it could suggest that the ELT programme at
this stage failed to be communicative. On the other hand, the characteristics of
GTM, grew up in the early to mid nineteenth century, presented by Larsen-
Freeman (1986), Johnson (2001) and according to Dahmardeh (2006) and what
has been said about the ELT programme it could be suggested that this
programme is to a great extent similar to GTM.
In conclusion, according to Savignon (2002), it is essential to reaffirm that
each language skill reinforces all the others and that all of them are integrated in
the actual communication of native speakers. Furthermore, based on many large-
scale studies of Canadian immersion programs, Swain (1985, 1993) suggested that
in order to develop communicative competence, pupils must have extended
opportunities to use the foreign language productively. Thus, in addition to
receiving comprehensible input, they must produce comprehensible output; in
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other words, explicit attention must be given to the productive language skills of
speaking and writing. Since this presentation and integration of skills as the main
principles of CLT were missing and bearing in mind the comments made by the
participants, it could be argued that neither the ELT programme nor the textbooks
could be considered communicative from this perspective.
5.5.2 Culture
The integral relationship between language and culture has led to numerous
debates on the role and impact of ELT in general and of the English language
programmes in Iran in particular. Ranging from English linguistic imperialism
and cultural invasion to cultural neutrality, the interpretations of the state of ELT
in Iran is still controversial. In particular two extreme evaluations of ELT appear
in the agenda. On the one hand English, as a school subject, is seen as
representing and introducing western culture to the Iranian students. On the other
hand, there are voices postulating that English as it is presently taught in Iran is
nothing but a representation of the Persian language or Islamic ideology.
As Berns (1990) and many other scholars indicated, culture is one of the
issues that a great attention has been given to by CLT and it could be used as
another assessment criterion. Lange (1999) stated that although there has been a
strong commitment to including culture in the language curriculum for over 40
years, “culture still remains a superficial aspect of language learning …” (P.58).
Walker and Noda (2000) added that “in the story of language, nothing has been
discussed more and with less effect than the relationship between language and
culture” (P.187).
It has been suggested that knowing a language is inseparable from
understanding the culture in which the language is spoken. Gardner (1979) argued
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that a foreign language in the school situation is not merely an educational
phenomenon or curriculum topic but also a representative of the cultural heritage
of the speakers of that language. Dornyei (2001) then concluded that teaching a
language can be seen as imposing elements of another culture into the students’
own ‘lifespace’.
“In order to learn an L2, say French, students need to develop a French
identity: they need to learn to think French and – though only partially and
temporarily – also become a bit French.” Dornyei (2001, p.14)
The above statement could be further elaborated and supported by a quotation
from Williams (1994, p.77),
“The learning of foreign language involves far more than simply learning
skills, or a system of rules, or a grammar; it involves an attraction in self-
image, the adoption of new social and cultural behaviours and ways of
being, and therefore has a significant impact on the social nature of the
learner.”
Therefore, Language learning is a deeply social event that requires the
incorporation of a wide range of elements of the Second Language (L2) culture.
Some scholars like Byram (1997) even went further and believed that the main
goal of language teaching should not be simply to teach communicative
competence but rather ‘intercultural communicative competence’.
Having said that, it is very important to realise that cultural awareness rather
than cultural knowledge becomes increasingly important. Just knowing something
about the culture of an English speaking country will not suffice. What must be
learned is sociocultural competence which is a general understanding and
openness towards other cultures. Savignon (2001) clarified the sociocultural
competence as,
Sociocultural competence therefore includes a willingness to engage in the
active negotiation of meaning along with a willingness to suspend judgement
and take into consideration the possibility of cultural difference in
conventions or use. Together these features might be subsumed under the
term cultural flexibility or cultural awareness. Savignon (2001, p.18)
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However, Kramsch (1993) argued that knowing about a culture (i.e., gaining
cultural competence) does not mean that one has an obligation to behave in
accordance with conventions of that culture. Thus the ultimate goal of cultural
learning is not to convey information about a culture nor to promote the
acquisition of culturally influenced ways of behaving, but rather to help students
see their culture in relation to others so as to promote cross-cultural
understanding.
Having presented a summary about the importance of culture as well as its
definition, I would like to continue this chapter with a discussion regarding the
curriculum document. The authors of the curriculum also considered it very
important to teach the culture of English speaking countries. Having analysed the
curriculum itself I also suggested, within the curriculum analysis section, that the
curriculum document paid a great attention towards the cultural values of English
speaking countries and how important they are for language learners to be familiar
with. Nearly in every section of the curriculum there was a reference to this matter
and it could be argued that this principle of CLT was taken quite seriously within
the curriculum document.
The cultural content of the ELT textbooks in Iran has never been explicitly
discussed. There is a serious absence of thorough studies that examine the quality
and the types of materials used in teaching culture. Interestingly, the author of
textbooks also had the same opinion towards culture as authors of the curriculum
had and he considered cultural issues as a very important factor too; however,
during the process of designing the textbooks his hands were tied and he was not
allowed to include any cultural values or factors of English speaking countries in
the textbooks. This is also something that could be referred to the previous project
Chapter 5 Discussion and Implications Page | 243
that the researcher conducted before (Dahmardeh, 2006) and the results confirmed
what the author claimed.
Furthermore, Aliakbari (2004) in a study regarding the place of culture in
the Iranian ELT textbooks concluded that the ELT textbooks in use in Iranian
secondary schools did not prove helpful in developing intercultural competence
and cultural understanding. According to him,
“The evidence does not suggest a positive contribution, since the books,
deliberately or not, distract attention from culture or cultural points.”
(Aliakbari, 2004, p.11)
He (2004) further argued that the texts included in the course books were
limited not only in the depth of cultural information but also in the range of the
cultures depicted. In the four books examined information about other countries,
English or otherwise, averaged less than twenty per cent of the total content.
Aliakbari (2004) continued to emphasise that it was right to worry that such
biased and simplistic cultural presentations reinforce pre-existing assumptions and
stereotypes because the literature indicates that shallow presentation of culture can
reinforce inaccurate stereotypes. Finally, Aliakbari (2004, p.15) concluded that
“the ELT textbooks in Iran appeared too weak to provide new information or
broaden students’ world view or cultural understanding”. Having said that, it
could be postulated that changes should be made if we want to prepare the
students to communicate in the multicultural world of English and if we want to
use the nationally developed textbooks for the optimum benefit.
Having discussed the same issue with the teacher participants, more than
half of the participants argued it as an important factor; however, concerning the
ELT programme most of the participants indicated that cultural factors were not
included in the programme.
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According to what the teachers as well as the author of textbooks indicated it
could be concluded that cultural issues had a place within neither the ELT
programme nor the textbooks but the new curriculum tried its best to bring up the
case to a great extent in order to fill the gap that existed within the educational
system in Iran.
Furthermore, there is another issue correlated to the cultural issue that might
be worth discussing. Unlike the academic definition of culture and what has been
presented in this part as cultural issues, in Islamic countries like Iran the culture of
English speaking countries means immorality, drinking alcohol, brutality, rape,
prostitution, adultery and many other issues that are against Islamic ideology that
may exist in any society within the world and should not be narrowed solely to
English speaking countries; however, Carrasquillo (1994) explained that in L2
teaching, the term culture has been employed to refer to distinctly different
domains of people’s lives and culture includes the literature, institutions,
language, values, religion, ideas, habits of thinking, artistic expressions, patterns
of social and interpersonal relationships and the history of a particular people. Yet
another far more complex meaning of culture, according to Hinkel (2001), refers
to Sociocultural norms, world view, beliefs, assumptions, and value systems that
find their way into practically all facets of language use, including the classroom,
and language teaching and learning.
Having said that, it could be argued that maybe because of lack of
appropriate knowledge that existed among common people as well as scholars
within the Iranian society and what most people think about the Western countries
as well as other existing stereotypes, teaching of cultural values and aspects of
English speaking countries were not included in the referred materials, which we
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need to keep in mind is just a hypothesis. Also, it needs to be borne in mind that
thanks to advanced science, technology and the Internet and as the globe has
become similar to a village; the English language does not belong to America or
any other particular country any more. So, when we talk about the English
language it does not necessarily mean American English and it could be applied to
Indian English, Pakistani English or British English; therefore, the cultural values
could be changed accordingly.
5.5.3 Authenticity
The definition of authenticity in the Longman Dictionary of Language
Teaching and Applied Linguistics begins: “the degree to which language teaching
materials have the qualities of natural speech or writing” (Richards, Platt & Platt,
1992, p.27). One aspect of ELT that concerns many teachers and methodologists
is the difference between authentic and non-authentic texts. The former are said to
be those which are designed for native speakers; they are ‘real’ texts designed not
for language students, but for the speakers of the language in question. Thus
English language newspapers are composed of what we would call authentic
English, and so are radio programmes for English speakers.
CLT also entails the use of authentic materials and the use of English in
class. According to Harmer (1991), what we need, therefore, are texts which
students can understand the general meaning of, whether they are truly authentic
or not. But texts whether authentic or not must be realistic models of written or
spoken English. If teachers can find genuinely authentic materials which their
students can cope with that will be advantageous; if not they should be using
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material which simulates authentic English. In simple terms the texts should be
roughly-tuned rather than finely-tuned7.
In order to justify why using such materials Nuttal (1996, p.172) explained
that “authentic texts can be motivating because they are proof that the language is
used for real-life purposes by real people”. So, we have already suggested that
these materials may be motivating, but there is another reason for preferring them.
She then continued that to pursue the crucial text attack skills, we need texts
which exhibit the characteristics of true discourse: Having something to say, being
coherent and clearly organised. Composed (i.e. specifically written) or simplified
texts do not always have these qualities. According to Nuttal (1996, p.177),
“The striving for simplicity may lead to vacuous texts (merely vehicles for
language presentation, conveying little or no real message) or unnatural
ones, lacking many of the features we expect to find in normal discourse.”
So, authentic materials enable students to interact with the real language and
pupils would feel that they are learning a target language as it is used outside the
classroom.
Having discussed about the importance of authenticity, a number of criteria
need to be considered in selecting authentic texts for classroom use, McGrath
(2002) presented the following as the most obvious of which,
 “Relevance (to syllabus, to learners’ needs)
 Intrinsic interest of topic/theme
 Cultural appropriateness
 Linguistic demands
7 Finely-tuned input: Finely tuned input is the input that is matched to learners' current
comprehension level and connected to what they already know. It focuses on conscious learning of
a specific point such as the pronunciation of a word, the contrast in the uses of two verb tenses,
new vocabulary, or useful social formulas. Generally it is controlled by the instructor or textbook
author and used in the presentation stage of a lesson. In short it is the input which is combined
with conscious learning.
Roughly-tuned input: Roughly tuned input is the input which is more complex than learners'
current proficiency and stretches the boundaries of their current knowledge. It focuses on authentic
use of language in listening or reading passages. Generally it is used with minimal alteration by the
instructor or textbook author and used in the activity stage of the lesson. Roughly tuned input
challenges student to use listening and reading strategies to aid comprehension.
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 Cognitive demands
 Logical considerations: e.g. length, legibility/audibility
 Quality ( as a model of use or as a representative token of a text-
type)
 Exploitability.” McGrath (2002, p.106)
According to the authors of the curriculum, authenticity was considered
quite important within the curriculum document. This comment could also be
backed up by the findings from the curriculum analysis. The document paid great
attention towards the notion of authenticity as well as applying authentic materials
within the programme, for example as one of the main principles of the
programme, it was explicitly stated that “the programme would keep it in mind to
use real and authentic contexts and texts” (INCTFL, p.16).
On the other hand, concerning the ELT programme as well as the textbooks,
the situation is quite different. According to the participants (teachers and the
author of textbooks), no attention is given towards such a concept within either
the programme or the course books. Dahmardeh (2006) also argued that the
concept of authenticity is not being referred to within the textbooks which could
be used in order to support what the teachers and author claimed in the current
research. Moreover, Aliakbari (2004) in his study explained that reading passages
with omitted identity are recognised as another flaws of the textbooks. He (2004)
found that 28 per cent of 'Reading' passages lacked identifiable sources of
reference. Whether the identity had been taken away prior to or through the
adaptation and modification processes is unknown. Such a process, which has
been done with the intent of providing neutral passages, has resulted in senseless,
artificial and untraceable texts. Thus, instead of genuine texts, pupils often meet
imaginary artificial passages.
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Finally, it is commonly assumed, and not without good reason, that the
textbook is the least authentic thing of all. Some argue that once we have a
textbook that immediately makes it not authentic. On the other hand, the
authenticity must rest in the closeness of the language used to that used for real
life purposes. The first principle here is that the material should be intrinsically
interesting and therefore motivating. Ideally a good textbook should reflect life,
not just language. A course should be interesting in its own right — its content
stimulating and informative. Not only that, if textbook writers could somehow
convince students that by using the course, they would learn some English, but
also in a wider sense improve their overall communication skills, and be
entertained at the same time, then the students' wish list would be met.
Currently, in most cases, authentic texts may be included in textbooks, but
often the texts included will be subject to a certain level of adaptation. In the
textbooks, the texts are often supplied with vocabulary lists, explanatory
comments as well as with fixed questions. The original text can be changed
formally and linguistically to suit the textbook needs.
It should be underlined, that what is advocated here is not a total rejection of
the textbook in the teaching of English in Iranian schools, but rather that authentic
texts should be introduced in the classroom as additional material; authentic texts
can provide the students with original language. Moreover, it could be argued that
authentic material increases student motivation when reading in English. If the
students are exposed to English in its true form, that is that the language is not
simplified, they are able to deduct important cultural and lexical information. The
choice of the text is highly important. Authentic texts focus mainly on contents
and meaning and not on linguistic forms or other structures. Authentic material
Chapter 5 Discussion and Implications Page | 249
can present the reader with cultural messages as well as prepare students for a so
called “pleasure reading”. Generally, authentic materials do not entirely replace
the textbooks but they can be used as a substitution for certain texts that might not
be well-suited for classroom use. It could be argued that it is commonly accepted
that authentic texts have a motivating effect on students. For example, a
newspaper article or an interview can be perceived as more vivid or “real” than
the texts you might find in textbooks. It’s through these kinds of authentic texts
that students and teachers are able to approach the target country’s culture and the
people living there; we are able to compare our own culture and lifestyle with that
of a particular country. Authentic texts do not have to be full-length books. They
could also include material such as factual texts, ads, warning signs, menus etc.
The list is long and there are many ways to include these texts in the teaching of
English.
5.5.4 Chosen Topics
This section is going to discuss about the reason for choosing the topics
presented in the curriculum document, the textbooks and the ELT programme as
well as their suitability. Topic in general means what is talked about or written
about and in more details; topic is the general idea or theme which the whole
passage is about.
According to Hidalgo et al. (1995) and Dubin and Olshtain (1986) topics
play an important role within every language programme and particularly CLT.
As a result, planners are likely to design a utilitarian-oriented syllabus, one which
encourages the development of communicative-type teaching materials. So,
students in a CLT programme
“will be able to converse effectively with a native speaker on topics of
interest, will be able to read authentic materials for pleasure or professional
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needs, and will be able to correspond with friends, colleagues or business
associates in the target language.” Dubin and Olshtain (1986, p.24)
Haines (1989) further explained that topics should relate to students’
interests and also take account of the teaching circumstances. They should all be
adapted to suit students and teaching circumstances. Whether a particular topic
appeals to a particular class may depend upon some of these factors. According to
Haines (1989, p.4)
“Students’ previous language learning experiences- clearly, students unused
to working independently have more chance of doing a successful first
project work if a straightforward topic is chosen.”
With respect to the nature of topics, it could be argued that students maybe
more motivated to work on topics which are directly related to their reasons for
learning English. Haines (1989) exemplified that students of Business English
would probably find topics and discussions about British or American companies
in their country, of more relevance than topics and discussions about the Arts in
Britain. According to Haines (1989), certain topics will simply not work if the
necessary raw material would be unavailable or inaccessible to students.
Furthermore, Hidalgo, Hall and Jacobs (1995) clarified that materials
production above all demands creativity in presenting structural materials in a
communicative interactive situation which has to be as natural as possible without
giving the students the impression of being in an artificial setting. They further
argue that the pupils have to be motivated and placed in a setting where sharing
information is real and where students talk about topics of relevance and genuine
interest to them. Having said that, it could be realised how important topics are
within the field.
Concerning the chosen subjects for the purpose of the research, the topics
within the curriculum were chosen subjectively based on what the authors thought
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might be appropriate for students; hence, there was no query about what teachers
or students might be interested in. The authors tried to choose topics from the
immediate context to far away context. However, they commented further that
there were some constraints in this regard. For instance, two topics like tourism
and music had no place within the previous ELT programmes in Iran and
according to one of the authors since they were included in the new curriculum, it
was one of the reasons that caused the whole project to be stopped and banned
from publishing. Although, no further comments were presented by the author
about this issue and how and why it caused the project to be stopped my
assumption is the reason for not including the music could be justified from the
religious point of view. As Iran is ruled by religious leaders and since the top
clergy men in Iran consider most types of music forbidden from the Islamic point
of view; therefore, it could be realised how it troubled authors and caused the
project to be stopped when the authors included music in the curriculum but it is
just an assumption. However, with respect to the tourism, the researcher could not
really figure out how including such a topic within the curriculum could cause
troubles.
On the other hand, concerning the textbooks the situation was quite
different. According to the author, all the topics were given to him and he had no
freedom of choice at all. This issue was further addressed by the author as one of
the main shortcomings of the current educational system. In Iran those who are in
charge did not concern themselves with what students’ actual need might be; on
the other hand, they would rather think about what they feel might be best for the
students. For instance, in January 2009 the secretary of the office which is
responsible for designing and preparing textbooks for the Iranian students, who
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turned out to be a clergy man too (Mr. Ali Zoo Elm), had announced that it has
been decided to include the issue of Palestine and its conflicts with Israel as well
as the roots of such conflicts within the textbooks for guidance school8. So, it can
be realised how the authorities in Iran make their own decision prior to consulting
with experts and how such decision can affect the Iranian students. Furthermore,
when the teacher participants were asked for their comments regarding the
introduced topics within the textbooks, the majority of participants (42 people)
considered the topics less useful or not useful at all.
From what has been said, it could be concluded that the textbooks failed to
provide topics that would meet teachers’ expectation. Aliakbari’s findings (2004)
can also be used to support the claim. Based on his study, there was
disproportionate number of topics on science and the related fields within the
Iranian ELT textbooks. The instructional goals of the text were found deliberately
focused and narrow, with a major focus on science. There was almost no reference
to other fields such as literature or other arts.
Moreover, although the authors considered the topics included in the
curriculum quite useful nothing could be stated for sure until putting them into
practice and gather teachers’ as well as students’ feedback in this regard. Also, it
would have been quite efficient if the authors of curriculum would have enquired
teachers’ comments about the topics prior to choosing them - something that
seemed to be forgotten by the authors and programme planners. Similarly, it
seems that it would be better if the topics were updated to become more congruent
with the fashions of the new generation which might be a bit different from that of
the authors who designed the books at least ten years ago. We should bear it in
8 Tabnak New Agency (14/01/2009) - http://tabnak.ir/pages/?cid=32822
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mind that, as teachers, our professional and social responsibility does not boil
down to imparting a handful of factual information concerning the grammar or
meaning of a series of words and sentences in our classes; rather we should care
for the transfer of cultural values to new generations.
5.5.5 Role of Meaning and Form
According to Ellis (2003) CLT is directed at use, i.e. the ability to use
language meaningfully and appropriately in the construction of discourse. Two
criteria for evaluating how communicative classroom activities are described by
Richards and Nunan (1990) as following:
 When the students are doing activity, they must be concentrating on what
they are saying, not how they say it. They must have some message that
they want to communicate.
 The activity must involve the students in using a variety of language, not
just one specific language form. The students should feel free to
improvise, using whatever resources they choose.
Moreover, McGrath (2002) considered language forms (e.g. structures,
vocabulary items, features of stress or intonation) as the other pupils’ needs in
relation to the target language. He further complements that “there is attention to
meaning and use as well as language form” (McGrath, 2002, p.46).
Furthermore, as discussed in earlier chapters, one of the main features of
CLT is communicative competence. Communicative competence entails knowing
not only the language code or the form of language, but also what to say to whom
and how to say it appropriately in any given situation. According to Dubin and
Olshtain (1986), it deals with the social and cultural knowledge that speakers are
presumed to have which enables them to use and interpret linguistic forms. They
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further argue that communicative competence “also includes knowledge of who
may speak or may not speak in certain settings, when to speak and when to remain
silent, how to talk to persons of different statuses and roles” (Dubin and Olshtain,
1986, p.70). A well-known description of communicative competence has been
that it includes knowledge of what to say, when, how, where, and to whom. In
effect, it takes in all of the verbal and non-verbal mechanisms which native
speakers use unconsciously to communicate with each other. Having said that, it
could be argued that both meaning and form are inseparable parts in CLT and
therefore, there is a need for a programme that would emphasise both of them.
According to the authors of the curriculum document, both meaning and
form were included in the document; however, during the early stages there was
more emphasis on form but as proceeding further the stress was changed towards
the meaning. Moreover, the evidences gathered from the curriculum analysis, like
the following, as example, also supported such a claim.
 “During the transfer stage which is coincident with early stages of language
learning, more attention is given to activities on language forms and structures.
This would prepare the transfer as well as acquiring the language skills which are
fundamental base for communicative activities.” (INCTFL, p.15)
 “Having increased the students’ proficiency, there is an increase of meaningful
activities and more attention would be given to the meaning and message.”
(INCTFL, p.15)
Since the curriculum document was successful in presenting and focusing on both
form and meaning it could be argued that this document was communicative from
this perspective as well.
Unlike the curriculum document, the data collected from the teacher
participants as well as author of textbooks were not the same as what the
researcher found regarding the curriculum.
As discussed in earlier chapters, having enquired the teacher participants
regarding the role of meaning and message within the ELT programme, more than
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half of those who answered this question (31) argued that the issues were taken
into consideration as quite important. The rest of the participants (16) argued that
these issues were neglected within the programme. However, when the same
people were asked about the role of form and structure, again more than half of
those who answered this question (33) argued that the issues were taken into
consideration quite important. The rest of the participants (16) believed that these
issues were neglected within the programme. So, from what has been said, it
could be discussed that more than half of the participants believed that both
meaning and form were considered quite important within the ELT programme
and the programme made a focus on both of these issues. But still there were a lot
of people who made an opposite comment in this regard. Since, the difference
between those who made the comments was quite large it could not be concluded
whether the ELT programme was truly concerned with the meaning and form or it
was not and this issue would need more research to be conducted in this regard.
Moreover, concerning the textbooks and the role of meaning and form in
them, bearing in mind the evidence collected from the author as well as
Dahmardeh’s findings (2006), it can be argued that the textbooks were mostly
concentrated on form and structure. It was further realised that the meaning and
message were neglected mostly. Therefore, bearing in mind the importance of
meaning and message in CLT as well as collected data, it could be argued that the
textbooks were not communicative from this perspective.
5.5.6 Student’s Motivation
Motivation is one of the most complex and challenging issue facing teachers
today and according to Carrasquillo (1994) and Ellis (1994) it has been called the
most important variable in foreign language learning. Motivation is related to one
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of the most aspects of the human mind, and most teachers and researchers would
argue that it has a very important role in determining success or failure in any
learning situation. Dornyei (2001) referred to his personal experience and believes
that 99 percent of language learners who really want to learn a foreign language
(i.e. who are really motivated) will be able to master a reasonable working
knowledge of it as a minimum, regardless of their language aptitude. He further
argues that,
“During the lengthy and often tedious process of mastering a foreign/second
language (L2), the learner’s enthusiasm, compliment and persistence are key
determinants of success or failure”. (Dornyei, 2001, p.5)
Having discussed what motivation is and how important its role would be, I
would like to continue this discussion with an argument regarding the main
factors that would affect the motivation. The main determinants of motivation are
the students’ attitudes to the target language community and their need to learn
the L2. According to Ellis (1994), student attitude have an impact on the level of
L2 proficiency achieved by individual students and are themselves influenced by
this success. Thus, pupils with positive attitudes, who experience success, will
have these attitudes reinforced. Similarly, pupils’ negative attitudes may be
strengthened by lack of success.
Furthermore, motivation has a key role within the CLT as well. According
to Harmer (1998), the second strand of CLT developed from the idea that if
students get enough exposure to language and opportunities for its use and if they
are motivated then language learning will take care of itself. As discussed in
earlier chapters, one of the main principles of CLT is student centredness and
motivation plays a vital role within this principle too. According to Haines (1989,
p.1),
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“Students’ interest and involvement are essential if they are to be expected to
work independently on activities which must be planned and carried out in
collaboration with others.”
Also, as discussed earlier, one of the reasons why CLT has become very
successful and attractive is because “it can provide realistic and motivating
language practice” (McDonough and Shaw, 2003, p.28). Moreover, it needs to be
borne in mind that motivation is one of the reasons why the information gap, as
one of the vital principles of CLT, is important. Johnson (2001) justified such a
claim by arguing that it must be rather tedious for students constantly to be telling
each other things that they already know. But more important is that without the
information gap present, important communicative processes may not get
practised.
Considering the motivation within the ELT programme as well as the
textbooks is the next issue that is going to be discussed. While the answers given
by the teacher participants were quite varied, the author of textbooks explicitly
stated that motivation was not considered important at all during the designing
process of textbooks. Dahmardeh’s findings (2006) also support the comment
made by this author. Although more than half of the participants believed that
motivation was taken into consideration as a very important concern within the
ELT programme still there were some other participants who argued that this
matter was quite neglected. Having said that, due to the huge difference that
existed in the given answers, it would be nearly impossible to make any
judgement on this issue. On the other hand, concerning the textbooks, from what
was said by the author of textbooks as well as Dahmardeh’s findings (2006), it
could be argued that the textbooks did not take into account the motivational
factor.
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Furthermore, the results from the curriculum analysis did suggest that
motivation as an important factor was raised and discussed many times in the
curriculum document. For instance, the curriculum document stated that,
“In order to involve students’ feelings there is need for an attention that
would be given to their needs and interests. In this curriculum, two factors
are going to be considered, attraction and authenticity.” (Page 16)
Having said that, it could be argued that the authors of the document had
explicitly pointed out the importance of motivation and this was considered quite
imperative. However, according to the authors, this was another reason that
caused the project to be stopped. To clarify, as presented earlier, according to one
of the authors since the motivation was considered extremely important by the
team of authors and as the document did not take policy makers’ comments
seriously in this regard; thus, this was one of the reasons why the project was
rejected. However, the researcher was not told anything further either in this
regard or what policy makers were considering.
5.5.6.1 Sum Up
To sum up, according to the literature detailed above and many others that
were touched upon, the motivation has a crucial role in ELT and since this factor
was missing within the textbooks, it could be one justification why Iranian
students disliked or at some points hated to learn English, as the participants
claimed. Therefore, this can be used as a support to why not consider the
textbooks as communicative materials in this regard. On the contrary, due to the
evidence presented above as a result of curriculum analysis as well as comments
made by the authors of the curriculum, it could be concluded that the document
was communicative from this point of view.
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5.5.7 Student Centredness
Another trend which has stemmed from CLT has been the development of
student-centred approaches to language teaching in which, according to Nunan
(1989), information by and from students is used in planning, implementing and
evaluating language programmes. Later in 1991, he argued that student-
centredness is based on a belief that students will bring to the learning situation
different beliefs and attitudes about the nature of language and language learning
and that these beliefs and attitudes need to be taken into consideration in the
selection of content and learning experiences. Furthermore, according to Tudor
(1996), student-centredness is based on applying teacher’s experience; it accepts
diversity among pupils, learning contexts and learning goals, so it is rejected that
there would be one universally right way either to teach or to learn and it is
concerned in the first instance with the students being involved. Thus, the student-
centredness seeks to work with human complexity and diversity and; therefore,
cannot expect to find neat and pre-packed solutions; rather, it seeks to find local
solutions to local problems in the light of the characteristics of each learning
context.
Having said that, it needs to be clarified that student-centredness does not
necessarily mean leaving teachers aside or to make their role less important; on
the contrary, it argues that students need to be brought and involved in teaching
and learning process. However, it should be noted that student-centredness and
teacher-centredness may not be discrete concepts. Rather, they can be viewed as
two broad orientations with well-defined points within a continuum (Kember
1997). In Kember’s study, there is some evidence of lecturers shifting their
beliefs/orientations across the spectrum over time. Of course, it is probably an
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equally challenging task to influence students’ learning conceptions and wean
them away from their teacher-centred beliefs.
So what role can teachers play if they want to promote a student-centred
learning environment? According to Ng, Murphy and Jenkins (2002), a positive
interpersonal relationship between students and tutors is essential in building a
learning community, in which the teachers can influence the pupils and provide
support to them. In addition, paying attention to students’ individual diversity is
also essential in sustaining interaction between instructors and pupils. They
further argue that,
“Only when there is effective interaction between teacher and learner can the
teachers begin to influence their students’ approaches to learning and instil
change.” (Ng, Murphy and Jenkins, 2002, p.472)
Furthermore, a student-centred programme has a variety of benefits.
According to Aebersold and Field (1997), giving students some control over their
learning process has many benefits. It makes them feel confident; it puts some of
the decision making in their hands; it puts the responsibility for learning in their
hands; and over the long term it builds independence and self-reliance so that they
can read on their own without being dependent on teacher direction and
supervision. And finally, it activates the students’ own way of learning.
Based on what has been said so far and according to the teacher participants
and the author of textbooks, the ELT programme in Iran was mainly designed
based on the teacher centredness and teachers were considered central to teaching
and learning. There was no role for students in the process of teaching and
learning and the students were considered quite passive (It was explicitly argued
by the participants). So, it could be argued that due to the importance of student
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centredness in CLT, as discussed earlier, and since this was missing within the
ELT programme, it might not be regarded communicative from this perspective.
Having discussed the role of teachers and students within a student-centred
classroom, this chapter will be continued by a discussion regarding a student-
centred curriculum. According to Nunan (1988a), in a student-centred curriculum,
it is the classroom teacher who must do most of the curriculum development. It is
interesting to note that Nunan stresses that in any curriculum model the material
should be in terms of "what is" rather than in terms of "what should be," a matter
rarely discussed by professionals or researchers. According to him, two
stimulating aspects for the professional practitioner are 1) the complexity of the
relationship among planning, teaching, and pupils and 2) the sensitisation of
pupils to their role as learners.
Having said that, the results from the curriculum analysis suggested that
these issues were touched frequently in the document and the authors also
explained that the curriculum document was written based on the student
centredness. Thus since the curriculum document did prove itself as a student-
centred one, it could be regarded as a communicative material.
5.5.8 Role Play, Game and Group Work
Finally, I would like to analyse the materials in this project from the
perspective which is concerned with role play, games and group work. According
to Clarke’s survey (cited in McGrath, 2002, p.218) of the literature on
communicative principles (1989), there is an acceptance of role play and
simulation as communication tasks. Furthermore, Celce-Murcia (2001) indicated
that students in CLT regularly work in groups to transfer meaning in situations in
which one person has information that the other(s) lack. To clarify, the later
Chapter 5 Discussion and Implications Page | 262
statement could be called the information gap which is the vital element of CLT.
From what has been said it could be realised how important the role play and
group work are in CLT.
The results from the curriculum analysis suggested that the document paid a
good attention to the issue and it was trying to exemplify the case frequently. It
was later supported by the authors that they were quite concerned with the issue;
therefore, they were trying to put these activities as much as possible in the
curriculum document. As a result, a variety of communicative activities and
examples were suggested in the curriculum but no rationale was given to support
why such activities could be useful for the students and for the purpose of
communication.
Having considered the results of collected data from other groups of
participants (Teachers and textbooks’ author), it was then realised that nearly all
of them were quite keen in applying such activities and they claimed that they
were actually using them in their teaching; although there were a few people who
explained that unlike their wishes they could not use such activities due to time
constraints. Having said that, it needs to be mentioned that due to the constraints
that existed in different stages of conducting the research this study did not give
me any further insights towards the role of such activities either in the ELT
programme or the textbooks. Thus, the only thing that the researcher could realise
regarding the role of such activities was about personal understanding and attitude
of the teacher participants as well as the author of textbooks and nothing was
discussed regarding the role of these activities within either the textbooks or the
programme.
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However, Dahmardeh (2006) did argue that each lesson of textbooks
included a section called ‘language functions (Role Playing)’ in which the main
purpose was to strengthen the ability of communication among the students by
practising and memorising some dialogues and role plays. According to him
(2006, p.29),
“These dialogues are chosen artificially and they are not presented as parts of
content but as some isolated sentences to which there is no coherence.
Although it might be possible for the students to memorise them, they can not
apply them in a real situation because they did not practise them simply in
order to understand, but only to memorise.”
Although, Dahmardeh (2006) discussed the function of role play within the
textbook; however, it was just a glance over the issue and it could not be
considered as a thorough discussion in this regard. Besides, in his study there was
no argument about games if there were any and what roles they might have within
the textbooks. He did not also discuss anything about the ELT programme as well
as the role of the above issues.
5.5.8.1 Sum Up
To conclude, this section was a discussion about the extent of
communicative pedagogy in the curriculum document, textbooks and the ELT
programme. As stated earlier, according to the authors of the curriculum and the
results acquired from the curriculum analysis, the curriculum is to a great extent
communicative; on the other hand, due to lack of enough information nothing
could be concluded either about the textbooks or the ELT programme. Moreover,
from what the teacher participants claimed and based on the collected data, it
could be argued that the respondents were quite eager to apply such activities
even those who argued that did not have enough time to apply. Finally, from what
the participants claimed, nearly all the blames could be put on the government’s
shoulder and in order to have both communicative programme and
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communicative textbooks, there had to be a change in the government’s and
politicians’ attitude towards teaching the English language in Iran.
5.6 Availability of Curriculum
Concerning the curriculum document, according to two authors, this
document was unavailable to teachers since the project was stopped by the Iranian
government; however, another author believed that although the project was
stopped the document was still available online9 to people in order to leave their
feedback.
Furthermore, even though one of the participants claimed that the
curriculum document was available online but there is a concern that needs to be
addressed. According to one of the teacher participants, most teachers in Iran due
to their low income had to work in many schools and they did not even have time
to be prepared for their classes, so how many of these people would have time to
surf the net and search for a possible curriculum that might be available unless
there would be an announcement from the Ministry of Education in order to
inform all language teachers in Iran. Also, it has to be clarified that in Iran the
Internet was only available in big or major cities and people in small towns or
villages did not have access to the net at all. Thus, it could be discussed that this
kind of enquiring for feedback might be inappropriate and would narrow the
response to a particular group of people, those who lived in big and major cities
and had access to the Internet. Moreover, if the authors of the curriculum were
only relied on receiving feedback from such a system, there was a possibility that
it could jeopardise the process of designing the document or in a more technical
term piloting stage.
9 http://eng-dept.talif.sch.ir/index.php
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Concerning the accreditation and banning the curriculum, there are lots of
questions that could be raised. First of all, according to the authors, a huge amount
of money as well as time were spent on this project. Besides, as it was discussed
earlier in this chapter and the one that is allocated to the curriculum analysis, this
curriculum was compatible with CLT principles to a great extent; however, the
new government had thrown it away in a one day seminar and employed a new
team which would definitely take more time and money. So, it might be argued
that this would have been more logical if there would be some explanations for
this act. Although, there might be a justification by the Iranian government for
this action which the researcher was not informed of, according to the author
participants, it was only stopped because of unacceptable and negative attitude of
the new government towards ELT which could be considered rather subjective.
5.7 Supplementary and Authentic Materials
Having analysed the curriculum document and its availability to the
teachers, this section is going to be continued by a discussion about
supplementary and authentic materials. According to principles of CLT, authentic
and supplementary materials play a vital role within the ELT and as discussed
earlier and according to Berardo (2006, p.63), “the concept of authenticity is
central to CLT”. Furthermore, supplementation which means no more than
‘adding something new’ stems primarily from the recognition of a deficit.
According to McGrath (2002, p.80), supplementation “is an attempt to bridge the
gap between a coursebook and an official syllabus (or statement of aims), or a
coursebook and the demands of a public examination, or a coursebook and
students’ needs”. He further argued that a course book could be supplemented in
any of two following ways:
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1. “By utilising items, such as exercises, texts or activities, from another
published source: a coursebook, a supplementary skills book, a book of
practice exercises or a teacher’s resource book;
2. By devising our own material; this may include the exploitation of
authentic visual or textual items.” McGrath (2002, p.82)
However, it needs to be kept in mind that applying authentic and
supplementary materials within a class does not necessarily mean ignoring the
course books as the tangible element that gives language course face validity to
many pupils and teachers. Although, it has to be realised that “materials are not
simply tools that the teacher uses to teach students; they are more importantly
resources that the students use in order to learn” (Hidalgo, Hall and Jacobs, 1995,
p.29). Nevertheless, it should be pointed out that the ideal textbook for every
situation will never be published, but the assiduous teacher can use and breathe
life into any textbook.
Having said, a discussion is going to be made about the role of authentic and
supplementary materials. From the comments made by the participants, both the
author of course books and teacher participants as well as Dahmardeh’s findings
(2006), the ELT programme as well as textbooks in Iran failed to fulfil such an
aim. Accordingly, the Ministry of Education in Iran did invest in neither these
kinds of materials nor any guidelines or instructional materials that might
accompany the course books.
However, concerning the role of supplementary and authentic materials in
the curriculum document the situation was quite different. The findings from the
curriculum document suggested that the authors of the document considered these
materials quite important and the quotations below might be presented as a
support to this claim.
“Establishing a purposeful and meaningful learning environment in which
variety of teaching materials (supplementary materials) relevant to the
textbook would be applied.” (INCTFL, p.39)
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“Paving the way for processing the language data via different senses by using
supplementary materials like: blackboard, overhead projector, picture, poster,
computer software as well as audio visual tapes.” (INCTFL, p.39)
However one of the authors of the curriculum document argued that the
document was not meant to be “a productive10 one” and the above statements
were only presented for those who might be interested. Unlike whatever the
authors’ intention was, based on the evidence collected from the curriculum
through its analysis and based on comments made by scholars which some of
them presented earlier, it could be argued that the curriculum document did
include supplementary and authentic materials and they had a very important role
within the curriculum. On the other hand, based on the evidence brought into this
paper from the ELT programme as well as textbooks, it could be suggested that
the supplementary and authentic materials did not have any role in them.
5.8 Language Teachers
According to Nunan (1989) and Celce-Murcia (2001) and many others, the
teacher has three main roles in a communicative classroom. The first is to act as a
facilitator of the communicative process, the second is to act as a participant, and
the third is to act as an observer and pupil. There are also teacher factors to be
considered, for instance (Cunningsworth, 1995 and Celce-Murcia, 2001); the
teacher should be able to use the target language fluently and appropriately and
moreover, he/she needs to be familiar with the target language culture. There are
numbers of other characteristics that a language teacher needs to have which were
presented previously.
Having said that, teachers thus need to remain aware that they are not in the
classroom to fill up the time with the sound of their own voices; on the other
10 This was stated by the author but no further comments were made to clarify what he meant.
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hand, according to Celce-Murcia (2001) teachers are to arrange matters so that
their students do the talking, writing or listening. Furthermore, in a student-
centred classroom based on what was claimed by Tudor (1996), if activities are
chosen in the light of the current needs of the pupils concerned,
“teachers can monitor for gaps in the learners’ language competence and
introduce suitable practice activities in subsequent lessons.” Tudor (1996,
p.14)
Although we are proposing that pupils’ perspectives are worthy of attention, we
do not suggest that undue weight should be given to them.
The results from the curriculum analysis suggested that a teacher’s role,
considered within the curriculum, was compatible with the CLT principles’
expectation from a document and it was the case for the language proficiency and
fluency of a language teacher. For instance, according to the curriculum,
“The teaching and learning process had to be set in a way that a teacher’s
role would be changed from expressing content and meaning into a
facilitator for learning” (INCTFL, p.36)
Moreover, elsewhere (INCTFL, p.66) the document presented a
comprehensive list of characteristics regarding the language proficiency of a
language teacher which could justify what was expected from a language teacher
earlier, the teacher should be able to use the target language fluently and
appropriately. However, the authors of the curriculum document failed to consider
the cultural issue. As discussed in the earlier chapters, one of the requirements of
a language teacher according to principles of CLT is to be familiar with some
aspects of the culture of some English speaking countries. Although, the
curriculum document did take into account the matter of culture seriously, there
was no requirement for a language teacher to have an understanding and
knowledge about this issue.
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While there was a great concern regarding teacher factors within the
curriculum, the analysis of the ELT programme as well as textbooks suggested
that no attention was given in this regard. Although both textbooks’ author and
teacher participants agreed that teacher’s language proficiency and fluency in the
English language play a quite important role within ELT, no evidence found
either in the textbooks (according to the author of course books) or in the
programme (according to the teacher participants) that would emphasise or
address these issues. Evidence collected concerning teacher’s language
proficiency, interviews as well as questionnaires and comments made by the
authors, did suggest that most of the teachers not only could communicate but also
read and write effectively in English and the system (Ministry of Education and
course designers) was not concerned with the issue either.
5.8.1 Sum Up
Finally, it could be concluded that the curriculum document could be
regarded as a communicative material from the point of view that was discussed
earlier in this section. To clarify, the authors of the curriculum did articulate the
requirements that CLT advocates expect from a language teacher; although, some
issues needed to be included as well. On the other hand, these requirements were
not considered important at all within either the ELT programme or the textbooks.
5.9 Testing and Assessment
According to Hughes (2003), the effect of testing on teaching and learning is
known as backwash, and can be harmful or beneficial. If a test is regarded as
important, preparation for it can come to dominate all teaching and learning
activities and if the test content and testing techniques are at variance with the
objectives of the course, there is likely to be harmful backwash. Moreover,
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according to Nunan (2004), the term CLT is used to describe programmes that use
a functional-notional syllabus based on needs assessment and then Richards and
Nunan (1990) explained that in communicative classroom activities should not
involve the teacher correcting or evaluating how the students do the activity;
although, it could involve some evaluation of the final product of the activity
when the activity is over. This assessment should be based on whether the
students have achieved their communicative purpose, not whether the language
they used was correct.
Having considered the role and type of assessment within CLT, this chapter
is going to be continued by a discussion regarding the testing and assessment in
the curriculum document. The results from the curriculum analysis clarified that,
“in the assessment there is an emphasis on applying the language purposefully
within the context; therefore, the language components and forms would not be
assessed separately but they are factors and yard sticks to show the quality of
language use” (INCTFL, p.45). So, this would suggest that the assessment in the
document was defined based on what was presented earlier as the communicative
assessment. Furthermore, considering different types of assessments presented in
the curriculum, Formative – Summative – Diagnostic, it was suggested that the
final aim of all these types of assessment was to make certain that students could
communicate effectively, although later on there were some concerns regarding
using the grammatical structures and vocabularies appropriately in different
contexts the main concern was given to the communication.
While the results from the curriculum analysis suggested that
communicative assessment was presented in the curriculum, comments made by
the teacher participants suggested that types of assessment presented in the ELT
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programme were included to fulfil another purpose. To clarify, the findings from
the questionnaires among teachers suggested that the tests were mostly designed
to assess reading comprehension, knowledge of grammar and vocabulary as well
as translation and there was no sign of communicative purposes. Having said that,
the same comments made by the author of textbooks explaining the purpose of
assessment that was clarified in the textbooks. The same result was also supported
by Dahmardeh’s findings (2006).
5.10 Teachers’ View towards the Curriculum
As the final research question, in this section I am going to discuss the
attitude of teachers towards the curriculum document. As it was discussed earlier,
the curriculum document never became public and it was only available via a
URL on the Internet. Furthermore, having enquired if anyone had seen the
document, none of the teacher participants stated that he/she had seen the
curriculum. However, bearing in mind the results of collected data as well as
teachers’ expectations of an ELT programme this might be argued that there was a
possibility that this document might be of their interest but it is just a presumption
based on what the participants asked for.
Due to unavailability of the curriculum no clear cut answer could be given
as the answer for this question. In order to find out about the teachers’ attitude
towards the document, they have to be provided with the curriculum first and then
they could be asked for further information and any presumption in this regard
could turn out premature.
5.11 Conclusion
To sum up, so far a variety of issues have been discussed in order to answer
the research questions of this project. Prior to ending this chapter there are some
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other concerns that might be worth considering. The first issue is about the
strategy that was taken in order to choose members of the team that was
responsible to prepare the curriculum document. According to the authors of the
curriculum, the members were only chosen from Tehran and only based on
personal contacts. So, there was a possibility that the situation might be different
in other cities that these people might not be familiar with. For instance, it could
be argued that the type of facilities that are available in Tehran, since it is the
capital city of Iran, might be unavailable to other parts of Iran. It has to be borne
in mind, according to the teacher participants, that unlike Great Britain, in Iran the
best facilities including educational, transport, entertainments, etc. are located in
Tehran and very few other big cities. So, this could be argued as one of the major
drawbacks of the curriculum document because there was a high possibility that
people who teach and educate in Tehran might be unfamiliar with difficulties that
people would encounter in small cities, towns and villages.
Furthermore, from one of the teacher participants the researcher has learned
that in some parts of Iran a teacher could teach many courses which he/she might
not have enough expertise or even studied about them at all. For example, in Qom
which is only 70 miles away from Tehran, there are some schools in which a math
teacher teaches art even though she does not have any expertise in this regard or
an English language teacher who is teaching physics as well while he has never
studied physics in his life and there are tonnes of such examples which would
need a book to be covered.
Finally, as discussed earlier, one of the topics that referred to in this research
was accent. Among the teacher participants the answers were varied. As discussed
earlier, one person went for British English while the other two did not believe in
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stressing any accent. Although one of them preferred American English he
claimed that he would not impose children to any particular accent and would let
them choose their own preferred one. This effectively means that it is very likely
that the pupils would speak in an Iranian accent; although, it is just an assumption
since there are many other possibilities that might affect this.
It was further argued that authors of the curriculum claimed two sets of rationale
regarding this issue. The first one held syllabus designers responsible for the
matter; while, the second one discussed something that might look quite strange.
One of the authors claimed,
“Although the issue [accent] was raised but as the idea needed to be
documented and supported; therefore, it was just being ignored.”
Unfortunately, no further comments were made in this regard, but the
second rationale given by the author sounded quite strange. From what has been
said above, it could be concluded that the authors either were too lazy to find
some evidence to support the case or did not have enough expertise in this regard.
So, if the first reason would be the case, then it is totally unacceptable; although,
even if the second reason would be the case it is again condemned.
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CHAPTER 6 CONCLUDING REMARKS
This study aimed to pursue two substantial objectives; firstly a lot of efforts
were put into practice in order to present a comprehensive and thorough
discussion about CLT as well as its principles and what its advocates say. It was
fulfilled by touching upon a huge number of books and articles. The result
suggested that,
“CLT thus can be seen to derive from a multidisciplinary perspective that
includes, at a minimum, linguistics, psychology, sociology, and educational
research. Its focus has been the elaboration and implementation of programs
and methodologies that promote the development of functional language
ability through learner participation in communicative events. Central to
CLT is the understanding of language learning as both an educational and a
political issue. Language teaching is inextricably tied to language policy.”
(Savignon, 2001, p.15)
Furthermore, it could be argued that in CLT the selection of methods and
materials appropriate to both the goals and context of teaching begins with an
analysis of socially defined student needs and styles of learning. By definition,
advocates of CLT put the focus on the pupil and unlike the common belief it is not
exclusively concerned with face-to-face oral communication. On the contrary, the
principles of CLT apply equally to reading and writing activities that involve
readers and writers engaged in the interpretation, expression, and negotiation of
meaning; the goals of CLT depend on student needs in a given context. The
essence of CLT is the engagement of students in communication in order to allow
them to develop their communicative competence (Savignon, 2001).
The aim of this study was to conduct a pioneering investigation about ELT
in Iranian secondary schools as well as the national curriculum based on the
findings from the CLT study that was performed in the first phase of this research.
The second stage of the research was composed of a variety of phases. To conduct
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this stage, a journey had to be made to Iran in order to visit the field work and to
collect the required data for the purpose of the research.
Having analysed the collected data by the means of literature that was
touched upon earlier, interesting findings have been achieved. These findings
suggest that politics had a vital role within the Iranian educational system and
ELT in particular. All the textbooks as well as the curriculum were written and
affected by political issues and in most cases political understandings had limited
the choices that the authors had and this constraint affected their decisions to a
great extent. Furthermore, due to structure based system that was running within
the schools, teachers had a very limited freedom in their teaching and they mostly
tried to prepare students for the final and the national university entrance exam. It
was also believed that English language teachers were ill equipped to implement a
CLT curriculum within Iranian secondary schools and they had to be trained
accordingly. Lack of enough time, availability of resources and appropriate
materials were among other issues that Iranian teachers as well as authors were
quite concerned with.
Students’ achievements and objectives of ELT were further discussed. The
findings suggested that according to the curriculum document, students were
expected to achieve some goals proportionate to the European B1 level of the
European Union’s curriculum according to proficiency scale by the end of foreign
language teaching programme in the country’s educational system. On the other
hand, the results from the interviews that were conducted with author of textbooks
and teacher participants as well as the distributed questionnaires among teachers
suggested that improving reading ability as well as reading comprehension were
considered as the major goal in both ELT programme and textbooks.
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Having said that, it could be argued that within the Iranian ELT programme
as well as textbooks there was no emphasis on culture, listening, writing,
speaking, authenticity, student’s motivation, student centredness etc. Also, while
principles of CLT emphasise presenting all language skills, according to the
participants the ELT programme and the textbooks did not include anything
besides reading.
In all, the final goals of the ELT programme, as well as the behavioural
objectives which were aimed at by the curriculum designers, were obscure and
remained to be delineated. This might have various ramifications across the
different phases of the curriculum i.e. classroom implementation and evaluation.
Teachers actually dissented as to what teaching methodology to be employed,
which skills and psycholinguistic abilities to emphasise and what to include in
their exams. At the time of conducting the research, the nationwide exams which
were administered by the officials were playing the role of an agreement
document among teachers which, in turn, had its own negative effects known as
the washback effect.
Consequently, teachers taught in a way so that their students could pass the
tests which were administered at the final year of secondary school education as
well as the national university entrance exam rather than executing the actual
programme worked out by the academic specialists. In fact, there was a hidden
curriculum among pupils and teachers which determined what they had to do in
the classroom.
Except for the inconsistencies mentioned above, according to Dahmardeh
(2006) there was an acceptable degree of concordance between the objectives laid
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out in the introduction of the books for each section of the lessons in the series
and their implementation in the material.
Having presented the results of this research, it has to be borne in mind that
ELT in Iran has passed through a host of ups and downs and has experienced
extreme courses. Prior to the Revolution in 1979, because of the exceptional
relations between the Iranian government and the West, especially America and
Great Britain, ELT received particular attention. Vigorously strengthened by the
presence of abundant native speaking teachers, and the contribution of several
American and British institutions, the condition led to such an extreme position
that certain national universities were conventionally called American
universities. Consequently, for instance, at Shiraz University English proficiency
was considered a basic requirement for entering or starting major courses.
Post-revolutionary reactions to ELT, in certain ways, went to extremes as
well. Following the revolutionary oppositions against America as the main
supporter of the fallen kingdom, and because of the faulty perception of
parallelism between English and the America, ELT received waves of hostility. A
movement, generally referred to as book purging, aimed at de-culturalisation of
school and university English-teaching textbooks. As an urgent reaction, certain
words and concepts were replaced by proper cultural or neutral ones. Replacing
the national course books and designing new materials were the next steps. The
materials developed, then, generally represented the concepts, topics and ideas
that Iranian students might learn in other courses including history and divinity.
Centre for Monitoring the Impact of Peace in 2006 issued a report on the
attitude to the other and to peace in Iranian school books and teacher’s guides in
which it was indicated that the Iranian education system loads its school children
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with the heavy burden of responsibility to confront the West in a world war, as
part of their obligation towards the Revolution and to God, promising them either
victory or eternal life in the hereafter.
Having said that, I would also like to take a look at other side of the coin by
explaining that so far, English seems to have found its way smoothly right to the
heart of Iranian society, proving itself to be a necessity, rather than a mere school
subject. Just as with the outer world, English is the dominant language of foreign
trade, international conferences, for air traffic in international airports, and in sea
navigation. Iran's relationship with the world is mainly through English. Though
native-like pronunciation is aimed at in classrooms, native English speakers do
not make up the sole possible interactors for Iranian English language learners. In
fact, English is often used for non-native interactions. English dailies, weeklies,
journals and other English periodicals directed by Iranian nationals are issued and
available throughout the country. The government’s policy for promoting the
export of non-oil products made companies and exporters take advantage of this
medium to introduce their goods and products to the world market. The Internet,
the use of which requires a substantial English proficiency level and through
which people enjoy world relationships, has gained national recognition. Iran’s
cooperation with the UN, Islamic Conference Organisation, ECO, OPEC and
other regional and world organisations makes English a practical necessity for the
involved nationals. International book fairs and trade exhibitions held annually in
the capital demonstrate the country’s readiness and its dependable capacity to
maintain its world relationships in English.
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6.1 Direction for Future Research
Future research needs to be carried out to replicate and verify the results of
this investigative study’s findings. It might as well place the emphasis on testing
the findings that have been produced on a much broader sample of teachers and
whether these findings are true about other teaching settings i.e. other cities in
Iran.
One of the issues that was tangible by its absence was the student-
centredness. As it was discussed many times within this investigation, the
textbooks and ELT programme in particular did not refer to the case at all and
according to the participants, people were prevented even to discuss the case. But
in fact, why were policy makers and the government of Iran so concerned with
this issue? What would really happen if the language programmers and the
curriculum writers as part of their jobs were to try to motivate students to learn
English? These are questions that the investigator could not figure out their
answers and the authors of the curriculum were not so keen to answer. Maybe
these would be some questions to discuss in future studies.
Also, as discussed in this project, politics had a great influence everywhere
in Iran and education was quite ruled and influenced by politics and politicians, so
research needs to address how political issues affect English language learning
and teaching in Iran. The political issues could be more exemplified into relations
between Iran and English speaking countries, politicians’ and policy makers’
personal attitudes as well as those who are responsible for designing syllabus and
curriculum and course planners towards the English language and English
speaking countries. It could be accompanied by finding out about stereotypes that
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might exist either in favour or against the English language and English speaking
countries within the Iranian society.
Research needs to address the speeds, direction and nature of changes which
can be expected to affect the educational system and curriculum development in
the country. This need is urgent now and becoming more urgent everyday.
Studies concerning the best strategies and approaches in communicating
foreign language instruction to the pupils in Iran should be carried out. This would
permit the development of even more suitable coursebooks. Additional studies are
needed to evaluate the extent to which Iranian teachers are suitable and qualified
to teach English to the pupils. Without this information, it is useless to talk about
making significant changes to the overall curriculum. It is even useless to talk
about requiring teachers to comply with the regulations governing a national
curriculum.
Furthermore, there are two other factors that have determining roles within
the Iranian society; culture and religion. The findings of this research suggested
that many of the policy makers as well as course planners were quite concerned
with these issues and they were trying to preserve Islamic and Iranian culture and
religious values. Future research in this regard could be about how teaching and
learning English affect these two values within the Iranian society.
The above are some of the more urgent research needs. No doubt there are
many more. However, even one really intensive study addressed to a pressing
need would represent a major advance on current knowledge about the Iranian
educational context.
And last but by no means least, one of the main advantages of this research
would be its pioneering characteristic. As far as I have learned from a variety of
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resources, i.e. authors of the curriculum, teachers etc. nothing has ever been done
in this regard and my research has been the first one of its kind. And I strongly
believe that it could be a good start for future research in this regard.
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APPENDICES
Appendix 1: Traditional Methods
Grammar Translation Method, Direct Method, Audio-lingual Method,
Suggestopedia, Total Physical Response, etc.
Grammar Translation Method:
Application of methods used in Latin and Greek to teaching of modern languages.
Rules of grammar, not the language itself, are all important. Verb declensions are
set out tables, vocabulary lists to be learned, leading to translation from mother
tongue into target language and vice-versa. Little or no attention to pronunciation.
Assumption was that language consists of written words and of words which exist
in isolation, as though they were individual bricks which could be translated one
by one into their foreign equivalents and then assessed according to grammatical
rules into sentences in the foreign language.
Underlying justification for such a method rested upon belief that what should be
taught was not the language itself but the faculty of logical thought and provided
valuable mental discipline, equal to the classics.
 the learner would acquire the skill of translating in writing from Mother
Tongue (MT) to Foreign Language (FL) and from FL to MT
 spoken form of FL played very little part in the learning process
 language was merely a deductive process: from data or a set of rules
presented, learner had to create sentences in FL through transfer
techniques.
Direct Method:
The basic premise of the Direct Method was that second language learning should
be more like first language learning. The method would include lots of oral
interaction, spontaneous use of language, no translation between first and second
languages, and little or no analysis of grammar rules. Here are the principles of
the direct method:
1. Classroom instruction was conducted exclusively in the target language.
2. Only everyday vocabulary and sentences were taught.
3. Oral communication skills were built up in a carefully traded progression
organised around questions-and-answer exchanges between teachers and
students in small intensive classes.
4. Grammar was taught inductively
5. New teaching points were taught through modelling and practice
6. Concrete vocabulary was taught through demonstration, objects, pictures;
Abstract vocabulary was taught through association of ideas.
7. Both speech and listening comprehension were taught
8. Correct pronunciation and grammar were emphasised.
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Audio-Lingual Method:
The Audio-Lingual method of teaching English as a second language had its
origins during World War II when it became known as the Army method. It was
developed as a reaction to the grammar-translation method of teaching foreign
languages. Grammar-translation had been used to teach for thousands of years,
but the method was perceived as taking too long for learners to be able to speak in
the target language. The Audio-Lingual method set out to achieve quick
communicative competence through innovative methods.
From about 1947-1967 the Audio-Lingual approach was the dominant foreign
language teaching method in America. The Audio-Lingual method is based on the
theory that language learning is a question of habit formation. It has its origins in
Skinner’s principles of behaviour theory. Since learning is thought to be a
question of habit formation, errors are considered to be bad and to be avoided.
Further, teachers “reward” students by saying “Good!” and praising the class
when they perform well. The Audio-Lingual method addresses a need for people
to learn foreign languages rapidly. It is best for beginning level English classes in
a foreign language setting. All instruction in the class are given in English. A
dialogue is presented for memorization. The teacher asks the class to repeat each
line of the dialogue. Expansion drills are used for difficult sentences. The teacher
starts with the end of the sentence and the class repeats just two words.
A series of pattern practice drills then follow the introduction of the dialogue.
One of the key principles of the Audio-Lingual method is that the language
teacher should provide students with a native-speaker-like model. By listening,
students are expected to be able to mimic the model. Based upon contrastive
analyses, students are drilled in pronunciation of words that are most dissimilar
between the target language and the first language. Grammar is not taught directly
by rule memorization, but by examples. The method presumes that second
language learning is very much like first language learning.
Suggestopedia:
Suggestopedia is one of the teaching methods developed by Bulgarian
psychologist Georgi Lozanov based on the study of Suggestology. The method
has been used in different fields of studies but mostly in the field of foreign
languages learning. Lozanov claimed that by using this method one can teach
languages approximately three to five times as quickly as conventional methods.
The intended purpose of Suggestopedia was to enhance learning by lowering the
affective filter of learners. The method implements this by working not only on
the conscious level of human mind but also on the subconscious level, the mind’s
reserves. Since it works on the reserves in human mind and brain, which are said
to have unlimited capacities, one can teach more than other method can teach in
the same amount of time.
Total Physical Response:
Total Physical Response (TPR) is a method developed by James J. Asher. The
method relies on the assumption that when learning a second or additional
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language, that language is internalized through a process of code breaking similar
to first language development and that the process allows for a long period of
listening and developing comprehension prior to production. Students respond to
commands that require physical movement.
Asher looks to the way that children learn their native language. Communication
between parents and their children combines both verbal and physical aspects.
The child responds physically to the speech of their parent. The responses of the
child are in turn positively reinforced by the speech of the parent. For many
months the child absorbs the language without being able to speak. It is during
this period that the internalization and code breaking occurs. After this stage the
child is able to reproduce the language spontaneously. With TPR the language
teacher tries to mimic this process in class.
Information taken in: Brown, Douglas H. (2001), Larsen-Freeman, Diane (1986)
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Appendix 2: Contents of the Curriculum Document
This section is mainly concerned with content and topics that the document
covers. Iranian foreign language curriculum includes nine major sections:
1. Introduction
2. Rationale for Foreign Language Teaching
2.1 Educational Aspects
2.2 Economical Aspects
2.3 Socio-Cultural Aspects
2.4 Political Aspects
3. Foreign Language Programme Approach and Principles that It Is Ruled By
4. Goals of a Foreign Language Programme
4.1 Goals
4.2 Objectives
4.2.1 Language Contact (Comprehension)
4.2.2 Language Contact (Expression)
4.2.3 Language Contact (Interaction)
4.3 Ability and Content Sequence Table
4.3.1 Ability and Content Sequence Table in Guidance Level
4.3.2 Ability and Content Sequence Table in Secondary and Pre-
University Level
4.4 A Relation of Foreign Language with Other Subjects
5. Principles in Organizing Contact and Teaching-Learning Experiences
6. Controlling Principles of Teaching-Learning Activities
6.1 Activities and Learning Strategies
6.2 Learning Strategies of Language Skills
7. Testing
7.1 Principles of Testing
7.2 Types of Testing
7.3 Testing Criteria
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7.4 Proficiency Scale
7.4.1 Levels and Time Table for Secondary Level
7.4.2 Self Assessment Table
7.4.3 Qualitative Aspects of Applying Oral Language
8. Professional Merits of a Foreign Language Teacher
8.1 General Skills
8.2 Professional Skills
8.2.1 Language Contact
8.2.2 Language Characteristics of a Way Teacher Talks
9. Ways of Expanding the Programme (Curriculum)
9.1 Informing Ways
9.2 Other Ways
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Appendix 3: Rationale, Aims and Objectives of the
Curriculum
The rationale behind the current programme is described as below:
A. Rationale for Foreign Language Teaching
A.1 Educational Aspects
- A need for using other nations’ knowledge and technology as well as
foreign scientific resources, have made public education in language as
one of the necessities in the society these days.
- Since a vast majority of information and scientific data are presented
over the internet in foreign languages, having access to such resources and
data requires a familiarity with a foreign language. Furthermore, quick
progress of mass media has made the foreign language teaching quite vital.
- Being monolingual and not going out from mother tongue’s borders as
well as lack of having an understanding about scientific events in outside
world, makes country’s scientific and research centres to fall down
qualitatively. The foreign language teaching is one of the active ways for
being present in scientific world, making scientific relations with academic
centres outside the country and as a result raising qualitative level of
knowledge in higher education centres inside the country.
- A clear transfer of meaning and intention into a foreign language would
strengthen thinking logically among language learners and increases their
self-esteem.
- In the process of foreign language learning, language learners would
acquire a deep understanding of language issue and in particular mother
tongue and as a result, makes it possible for them to use mother tongue’s
skills effectively.
- Foreign language learning would help the development of ultra
recognition skills and makes it possible for language learners to apply
learned skills in their other learning.
Appendices Page | 312
A.2 Economical Aspects
- Foreign language learning would cause the development of individuals’
knowledge in their fieldwork as well as job skills.
- Making scientific, cultural and economical relationships with foreign
countries requires a sufficient understanding and familiarity with their
culture as well as individuals’ and this would happen by a fluency in their
language.
- Language and cultural familiarity with foreign countries would make it
possible to use their job, industries and business opportunities. As a result
of economical presence outside the country, increasing country’s incomes
would be followed.
A.3 Socio-Cultural Aspects
- Language teaching and communicating with foreign language speakers
mean language learners would enter into new cultures. Since lack of
information regarding different cultures sometimes would cause illogical
reactions (too much appreciation or unintentional humiliation of the
opposite side), foreign language teaching and language learners’
interaction with new cultures would make them broad minded towards
different cultures and a mutual understanding would result.
- Since foreign language teaching makes language learners familiar with
new ideas and thinking, this familiarity would cause a comparison
between foreign ideas and native ones which will result into language
learners’ logical thinking. At the same time, acquiring positive values from
other countries’ culture and criticising negative ones would evolve
language learners’ thinking as well as develop their personality.
- Bearing in mind role of language as a bridge to communicate with other
nations, foreign language learning is the best way to introduce our culture
and society to foreign societies.
- Language familiarity and communicating with native speakers of each
country in their country or others’ would prepare mutual understanding
and agreement.
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A.4 Political Aspects
- One of the ways in expanding and strengthening political relations
among different countries is language teaching. A familiarity of
individuals in a society with other culture and a mutual agreement between
two different cultures would cause a closeness of nations and deepening of
relations between those two countries. Obviously, good political relations,
apart from empowering the international rank of the country, help the
world to accept variety of comments from the country and also increasing
foreign investment as well as improving political and economical
relations.
Having considered the rationale of the curriculum document, aims of the
document will be considered at this stage.
B. Aims of Foreign Language Course
B.1 Goals (General Aims)
Students are expected to achieve following goals proportionate to B111
level according to proficiency scale by the end of foreign language
teaching programme in the country’s educational system.
Language Contact
 Comprehension: Comprehending written and oral texts inferred from
published, unpublished and electronically recourses about different
topics.
 Expansion: Transferring their thoughts and meanings in different
subjects through speaking or writing to audiences.
 Interaction: Participating in conversations and expressing their feelings
and emotions to other and exchanging information and perspectives.
11 A student is supposed to perform the following at B1 level.
 An ability to understand presented issues and points in simple and clear terms about
familiar topics that people usually talk about at work, school, free times, etc.
 Being able to provide his/her needs in most of possible situations during a trip to a
country where a foreign language is spoken as a native language by the people of that
country.
 Producing simple texts about familiar topics or favourite ones.
 Describing experience and incidents, dreams, hopes and wishes as well as briefly
presenting reasons and explanations for presented comments and programmes.
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Learning How to Learn
 Applying a foreign language inside and outside of a classroom.
 Developing lifelong learning skills by using language for both
professional and personal purposes.
 Acquiring a skill in order to apply different ways of communicating
and learning in applying and teaching a language.
Relation of a Foreign Language with Other Courses
 Using a foreign language to raise individual’s knowledge in other
courses.
 Helping to transfer intention and meaning as well as presenting
scientific subjects in other courses.
 Expanding and deepening the self-esteem to encounter with scientific
issues.
 Establishing and strengthening the basis to accept a foreign language
as a way of communicating along mother tongue not as a substitution.
Culture
 Acquiring a deep understanding of how a language and culture work
by comparing issues, language and cultural structures of a foreign
language with the ones in the mother tongue.
 Establishing and strengthening self-esteem through an emphasis on
Iranian-Islamic identity as a scale to assess and criticise other thoughts
and cultures as well as reasonably encountering to political and
cultural issues of the current world.
B.2 Objectives
B.2.1 Language Contact (Comprehension)
Comprehending written and oral texts inferred from published,
unpublished and electronically resources about different topics. Students
are supposed to:
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By using independent or chain sentences, bearing in mind possible errors
proportionate to the complexity of communicating activity, students should:
 Perform learning standards of the guidance level.
 Follow a food recipe to cook, know how to solve a puzzle or crossword, or
how to follow a logical problem.
 Understand short stories, dialogues, advertisements and brochures in spoken
format.
 Read authentic or modified written texts as short stories, narratives,
advertisements or brochures.
 Understand expressions, sentences, questions and structures of messages.
 Understand fiction and non-fiction contexts proportionate to their age and
could make a relation between the contexts and their personal experiences.
 Understand written and oral messages.
 Understand unfamiliar messages by using context.
 Understand common oral phrases and structures.
 Collect information about familiar subjects alone.
 Read and understand the main message of scientific, literary, personal, cultural
and historical texts.
 Comprehend a narration in present, past and future tense.
 Recognise and understand audience’s feelings and emotions during a
conversation.
 Understand telephone conversations or correspondence.
B.2.2 Language Contact (Expression)
Transferring their thoughts and meanings to audiences in different subjects
through speaking or writing. Students are supposed to:
By using independent or chain sentences, bearing in mind possible errors
proportionate to the complexity of communicating activity, student should:
 Perform learning standards of the guidance level.
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 Write a simple text.
 Prepare greeting cards, notes, letters and e-mail.
 Describe components and details of stories such as characters, events, time and
setting of the story.
 Talk about activities or cultural subjects in presence of other people.
 Read poems, versified extracts as well as short stories and proverbs.
 Prepare short reports regarding the subjects that they read before.
 Discuss and make comments about presented topics and issues.
 Present comments in order to convince a reader or an audience and defend
those comments.
 Exchange information, requirements and self-interests with an audience by
different ways through corresponding.
 Summarise a story, movie or play and present it in a written format.
B.2.3 Language Contact (Interaction)
Participating in conversations and expressing their feelings and emotions
to others as well as exchanging information and perspectives. Students are
supposed to:
By using independent or chain sentences, bearing in mind possible errors
proportionate to complexity of communication activity, students should:
 Perform learning standards of the guidance level.
 Ask questions or answer some questions in order to make things clear.
 Be able to exchange views concerning individuals, activities or events.
 Discuss about texts of lessons.
 Converse regarding products and services.
 Discuss about different subjects to convince an audience.
 Share their personal comments and ideas with others about literary texts like
poem, play, story, novel, etc.
 Exchange received information from media with other people.
 Initiate, continue and finish a conversation.
 Express what they mean during conversations according to the subject or topic.
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B.3 Ability and Content Sequence Table in Secondary and Pre-University Level
Subject
Goals of Language
Contact
Cultural Goals
Goals of
Learning
How to Learn
1. Free
Times
1. Exchange,
Comprehend and
present written and oral
information about
customs, feasts, events
and hobbies.
2. Comprehend and
present some
information about
activities in weekends
and holidays.
3. Comprehend and
present some
information about long
holidays (New Year,
Summer …).
1. Preparing and
presenting some
documents about
celebrations, feasts and
different events in Iran
and other countries.
2. Comparing sports in
Iran with other
countries.
3. Comparing activities
during free times in
Iran with other
countries.
1. Preparing a
report about
activities that
were being
done during a
weekend.
2. Comparing
feasts, events
and
celebrations
in different
countries.
3. Preparing a
report
regarding free
times’
hobbies.
4. Self-
assessment
2. Health
1. Exchanging,
understanding and
presenting spoken and
written information
about parts of body,
diseases and accidents
that resulted into
injuries.
2. Understanding and
1. Preparing and
presenting documents
about health issue in
different cultures.
2. Comparing the role
of culture and religion
in personal and social
health.
1. Preparing
some samples
and pictures
of human and
animal
bodies.
2. Preparing a
poster about
individual’s
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presenting information
on how to take care of
body.
3. Understanding and
presenting information
about diseases,
symptoms of an illness
and health services.
health
3. Preparing a
list of
common
diseases
4. Self-
assessment
3.
Education
1. Exchanging,
understanding and
presenting spoken and
written information
about secondary level.
2. Understanding and
presenting some
information about topics
of lessons and weekly
schedule (time table).
3. Understanding and
presenting some
information about extra-
curricular activities.
1. Preparing and
presenting documents
about secondary level’s
structure in Iran and
other countries.
1. Preparing a
draft of
educational
structure in
different
levels of
education and
the related
courses.
2. Preparing a
weekly
timetable
3. Teaching
practice to
classmates
4. Self-
assessment
4.
Providing
Living
Expenses
1. Exchanging,
understanding and
presenting spoken and
written information
about employment and
unemployment.
2. Understanding and
presenting some
1. Preparing and
presenting documents
about job market in
Iran and other parts of
the world.
2. Comparing
traditional professions
in Iran and other
1. Preparing a
list of
different
kinds of jobs.
2. Preparing a
job
application
3. Preparing a
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information about jobs
and employment.
3. Understanding and
presenting some
information about status
of job market and its
new trends
countries. C.V.
4. Preparing a
report about a
favourite job.
5. Self-
assessment
5.
Residence
1. Exchanging,
understanding and
presenting spoken and
written information
about a variety of
residence and its
sections.
2. Understanding and
presenting information
about types of residence
and its possession.
3. Understanding and
presenting information
about different parts of a
house, size and the way
that it is being used.
4. Understanding and
presenting information
about facilities and
equipments of a house.
1. Comparing types of
residences in different
cultures.
2. Comparing role of
different parts of house
in every culture
3. Comparing
architectural customs in
different cultures.
1. Preparing a
poster about a
variety of
residence in
Iran
2. Performing
a group work
project to
compare
different
types of
residence.
3. Making a
suggestion
about
equipping a
kitchen or
another part
of a house as
a poster.
4. Self-
assessment
6. Nature
1. Exchanging,
understanding and
presenting written and
spoken information
1. Comparing role of
animals in different
cultures.
2. Comparing people’s
1. Preparing a
list of flowers
and
decorating
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about role and
importance of plants and
animals in human life
2. Understanding and
presenting some
information about
jungles, fields, flowers
and decorating plants.
3. Understanding and
presenting information
about domestic and wild
animals and their place
of living.
attitude in different
cultures towards
natural resources.
plants.
2. A group
work and
presenting a
report about
advantages of
plant cover
and
particularly
jungles.
3. A group
work and
presenting a
report about
consequences
of destroying
natural
sources.
7. Natural
Disasters
1. Exchanging,
understanding and
presenting written and
spoken information
about natural disasters
like earthquake, flood,
hurricane, …
1. Comparing people’s
attitudes in different
cultures towards
natural disasters.
1. A group
work and
presenting a
report about a
natural
disaster that
happened in
the past.
2. Preparing a
poster about
factors that
cause natural
disasters.
3. Preparing a
poster on how
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to resist
against
disasters
[How to be
prepared].
4. Self-
assessment
8. Buying
and Selling
1. Exchanging,
understanding and
presenting written and
spoken information
about shopping centres,
shopping patterns and
required information for
shopping.
2. Understanding and
presenting information
about traditional and
modern shopping
centres.
3. Participating in
conversations about
shopping such as
working hours of shops,
how to pay, weight, size
and characteristics of
goods.
4. Getting and
presenting required
information for
customers from
advertisements and
brochures of products.
1. Comparing shopping
centres in Iran with
other countries.
2. Comparing a market
with business centres.
1. Preparing a
table of
foreign
currencies
and their rate
comparison to
Rial.
2. A work
group in
comparing a
local store
with a big
shopping
centre.
3. Preparing a
brochure to
find a market
for a product.
4. Self-esteem
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9. Foods
and Drinks
1. Exchanging,
understanding and
presenting information
about different types of
foods and drinks and
how to prepare them.
2. Understanding and
presenting information
about food portions,
different types of foods
and drinks.
3. Participating in
conversations about
food at home, in a
restaurant and in a party.
1. Comparing foods in
different countries
2. Comparing food
habits in different
cultures
3. Comparing cooking,
health and keeping
food in different
countries.
1. A project
in comparing
food habits in
Iran and a
foreign
country.
2. Preparing
and
performing
typical
conversations
in restaurants.
3. Self-
assessment
10. Art and
Music
1. Exchanging,
understanding and
presenting information
about different types of
beautiful arts and music.
2. Participating in
discussions about a
variety of beautiful arts
and music.
1. Comparing Iranian
cinema with other
countries’.
2. Comparing
traditional theatre with
a modern one.
3. Comparing
traditional music in
Iran and other
countries.
4. Comparing different
types of arts in Iran
with other countries
1. Preparing a
report about a
movie or a
play.
2. A project
in producing
and
performing a
play.
3. Visiting
some art
centres and
preparing
reports of
them.
4. Self-
assessment
11. Art and 1. Exchanging, 1. Comparing literary 1. Choosing a
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Literature understanding and
presenting information
about literary works
(poem, short story,
novel and play).
2. Comprehending play
and short story
3. Role playing in a play
with others
works in a different
cultures
story and
narrating it
2. A
comparing
project
between
traditional
theatre and
the modern
one
3. Producing
and
performing a
play
4. Self-
assessment
12.
Iranian’s
and the
world’s
famous
people
1. Exchanging,
understanding and
presenting information
about famous people of
Iran and the world.
2. Familiarising with
works of famous people
of Iran and the world.
1. Comparing Iranian’s
famous people with
other countries’
1. Making a
report about a
famous
person in Iran
or the world.
2. Preparing a
poster of
famous
people in Iran
or the world
in a particular
field.
3. Self-
assessment
13. Human
Being and
Space
1. Exchanging,
understanding and
presenting some
1. Comparing the name
of planets in the solar
system.
1. A project
in comparing
living
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information about solar
system, the moon and
spaceships.
2. Complementing and
presenting some
information about trips
to space
2. Comparing Persian
calendar with
Gregorian and Arabic
ones
conditions on
the planets of
solar system.
2. Preparing a
poster about a
trip to space
3. Self-
assessment
14. Human
Being and
Technology
1. Exchanging,
understanding and
presenting information
about role of technology
in human being’s life.
2. Understanding and
presenting some
information about
human’s life at present
and in the past.
3. Understanding and
presenting some
information about
different types of
technology.
1. Comparing effects of
technological products
on culture
1. A group
work about
particular
technologies
and
introducing
them to the
class.
2. A project
about
advantages
and
disadvantages
of new
technologies.
3.
Participating
in a debate to
compare
present and
past life of
human
beings.
4. Designing
an innovative
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tool or thing
and
introducing it
to the class.
5. Self-
assessment
B.4 A Relation of a Foreign Language with other courses (Suggestive issues)
Math and
Statistics
Geography Biology Sociology
Art and
Literature
Number
and four
main
function
s
Metric
System
(quantity
,
capacity,
length,
area,
weight)
How to
use
symbols
to write
date,
weight,
height,
hour and
minute
Map and map
reading
Temperature
Concepts of
season and
weather
conditions
Ecological
conditions and
residence
Designing and
building
residence
 Jungle coverage
Natural disasters
mechanism
Earthquake
mechanism and
places where
prone to having
earthquake
Space and the
Anatomy
and
biological
mechanism
 Individual
and social
health
Biological
issues
related to
plants and
animals
Biological
issues
concerning
role of food
and drinks
in the body
Living
chain
 Cultural event
 Knowing the
date, calendar
and time table
 Spending free
times on sport
 Social and
cultural
organisations
 Role of
education in
individual and
social life
 Economical
concepts in a
profession and
job market
 Categorising
professions
(Service,
technical and
research)
Art
concepts
regarding
beautiful
arts and
music
Literary
concepts
Cinema
and
theatre
concepts
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Diagram
and
charts
related issues
Living
conditions on
other planets
Travel to the
space
 Traditional
and modern
business
 Money
circulation
concepts
 How to live in
different
societies?
(City, village,
traditional,
modern)
 Famous
people and
their role in
social and
economical
life of
societies
 Different types
of technology
and their role
in societies
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Appendix 4: Students' Achievements (the European Union)
{A1}
 Students are expected to understand, comprehend and know how to apply
daily vocabularies and expressions as well as basic phrases required to
cope needs in a daily life. (p.51)
 Students should be able to introduce themselves to others and make
questions and answer to other questions regarding personal interests like
place of living, relatives and belongings. (p.51)
 Students should be able to participate in simple conversations if their
opposite speaker speaks slowly and clearly and he/she would be ready to
solve the difficulties within the conversation. (p.51)
{A2}
 Students should understand common sentences and phrases regarding
personal interest like, information about themselves and their family,
shopping, geographical information of where they live and jobs. (p.51)
 Students should be able to communicate in daily activities which require
exchanging simple and easy information directly regarding familiar and
daily topics. (p.52)
 Students should be able to describe different aspects of their personal life
as well as family, surrounding environment and topics related to
preliminary needs. (p.52)
{B1}
 Students should have an ability to understand presented issues and points
in simple and clear terms about familiar topics that people usually talk
about at work, school, free times, etc. (p.52)
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 A student is supposed to be able to provide his/her needs in most of
possible situations during a trip to a country where a foreign language is
spoken as a native language by the people of that country. (p.52)
 Students are supposed to produce simple texts about familiar topics or
favourite ones. (p.52)
 Students should describe experience and incidents, dreams, hopes and
wishes as well as briefly presenting reasons and explanations for presented
comments and programmes. (p.52)
{B2}
 Students are supposed to have an ability to understand main points of
complex texts about feasible topics like technical discussions within
students’ expertise. (p.52)
 The students should interaction fluently and smoothly with native speakers
of a foreign language, without any tension that would happen for any
parties who are involved in the interaction. (p.53)
 Students are supposed to have an ability to produce long texts about a
variety of topics and explain their attitude about the discussed topic as well
as clarifying weak and strong points and different options that could be
considered in that regard. (p.53)
{C1}
 Students are supposed to have an ability to understand longer and more
difficult text about a variety of topics. (p.53)
 Students should be able to speak fluently in an innovative way without
long pause for finding suitable vocabularies and expressions. (p.53)
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 Students should be able to apply language effectively and flexibly for
social, educational and professional purposes. (p.53)
 Students are supposed to produce long and cohesive texts about
complicated topics in which mastering on applying structural patterns as
well as conjunctions would be feasible. (p.53)
{C2}
 Students should easily comprehend and understand everything that they
hear or read. (p.53)
 Students are supposed to summarise information that they receive either in
written or oral formats. (p.53)
 Framing the discussions and presenting them coherently. (p.53)
 Students are supposed to recognise tricky meanings and messages in
different contexts; even in very complicated situations. (p.53)
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Appendix 5: Information Sheet and Consent Form
Authors’ Information Sheet and Consent Form
The University of Warwick
The Institute of Education
Date: 1st January 2008
INFORMATION SHEET
As part of my research in the Warwick Institute of Education (WIE) I am
carrying out a study involving distributing some questionnaires based on the
Iranian English Language Teaching (ELT) Curriculum in Secondary School
Level. I am going to use the comments and ideas which are presented in these
questionnaires in order to find out to what extent the Iranian ELT curriculum
includes communicative pedagogies.
I have approached you because I am interested in hearing your valuable
comments as an expert who has been directly involved in designing the
curriculum. I would be very grateful if you would kindly agree to take part.
You are free to withdraw from the study at anytime. At every stage your
name will remain confidential. The data will be kept securely and will be used for
academic purposes only. If you have any queries about the research please feel
free to contact me.
Mahdi Dahmardeh
PhD Research Fellow
The University of Warwick
Great Britain
M.Dahmardeh@warwick.ac.uk
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Consent Form
Research Title:
To What Extent Does the Iranian National Curriculum Include a Communicative
Pedagogy?
1. I have read and had explained to me by Mahdi Dahmardeh the Information
Sheet relating to this project.
2. I have had explained to me the purpose of the research and what will be
asked of me, and any questions have been answered to my satisfaction. I
agree to the arrangements in the Information Sheet in so far as they related
to my participation.
3. I understand that my participation is entirely voluntary and that I have the
right to withdraw from the project any time.
Forename:
Surname:
E-mail Address:
Years of experience in English Language Teaching:
Years of experience in designing foreign language curriculum:
Age (Optional):
Signed:
Date:
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Teachers’ Information Sheet and Consent Form
The University of Warwick
The Institute of Education
Date: 1st January 2008
INFORMATION SHEET
As part of my research in the Warwick Institute of Education (WIE) I am
carrying out a study involving distributing some questionnaires based on the
Iranian English Language Teaching (ELT) Curriculum in Secondary School
Level. I am going to use the comments and ideas which are presented in these
questionnaires in order to find out to what extent the Iranian ELT curriculum
includes communicative pedagogies.
I have approached you because I am interested in hearing your valuable
comments as an experienced teacher who is directly involved with students as
well as applying the curriculum in your teaching as an English language teacher. I
would be very grateful if you would kindly agree to take part.
You are free to withdraw from the study at anytime. At every stage your
name will remain confidential. No parts of this research as well as your details
will be shared with Iranian governmental bodies or any other third parties. The
data will be kept securely and will be used for academic purposes only.
Mahdi Dahmardeh
PhD Research Fellow
The University of Warwick
Great Britain
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Consent Form
Research Title:
To What Extent Does the Iranian National Curriculum Include a Communicative
Pedagogy?
1. I have read and had explained to me by Mahdi Dahmardeh the Information
Sheet relating to this project.
2. I have had explained to me the purpose of the research and what will be
asked of me, and any questions have been answered to my satisfaction. I
agree to the arrangements in the Information Sheet in so far as they related
to my participation.
3. I understand that my participation is entirely voluntary and that I have the
right to withdraw from the project any time.
Forename:
Surname:
E-mail Address:
Years of experience in English Language Teaching:
Age (Optional):
Signed:
Date:
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Appendix 6: The Questionnaires
Authors’ Questionnaire
Please kindly consider each question carefully.
Your answers are very important to us!
Please feel free to use either Persian or English to fill out the questionnaire
1. What is/are main aims of the national curriculum for teaching foreign
languages?
2. What achievements are students supposed to attain at the end of programme?
3. Do you think by applying this curriculum, the above aims will be achieved?
4. Is the curriculum document available to all English language teachers?
5. Does the curriculum document include communicative (It is an approach
which mostly based on communication as well as the importance of meaning
and message) materials?(Please explain)
6. What constraints do you have in designing national curriculum for teaching
foreign languages?(Please choose the relevant ones, also feel free to add
other issues that might exist)
- Political Issues
- Cultural Issues
- Language competence of Iranian language teachers
- The time available of language teaching within school year
- Availability of resources
- Lack of pupils’ interest
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7. To what extent do you consider it important to teach the culture of English
speaking countries?
Extremely Very Important of Little Not at all
Important Important Importance Important
1 2 3 4 5
8. What is the balance in the curriculum document between the four language
skills – Speaking, Listening, Reading and Writing?
9. How important are supplementary and authentic materials in the curriculum?
Extremely Very Important of Little Not at all
Important Important Importance Important
1 2 3 4 5
10. How did you choose topics in the curriculum?
11. Does the current curriculum specify which accent (British, American or any
other accent) should be practised?
12. Are the current textbooks written based on the curriculum?
13. In the current curriculum, is the focus mainly on message and meaning or it
is on the form and structure? (Please explain)
14. How important is the role of motivating students in the current document?
Extremely Very Important of Little Not at all
Important Important Importance Important
1 2 3 4 5
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15. Do you consider the current curriculum as a student centred or a teacher
centred one? (Please explain)
16. How important is it for an English language teacher to speak English in a
class?
Extremely Very Important of Little Not at all
Important Important Importance Important
1 2 3 4 5
17. How important is the role of activities like role-playing, group working and
game in the document?
Extremely Very Important of Little Not at all
Important Important Importance Important
1 2 3 4 5
18. What is the testing system according to the curriculum?
19. To what extent do you think current practice in teaching English reflects the
requirements of the curriculum?
Exactly Mostly at some point a Little Not at all
1 2 3 4 5
20. Is there anything else that you would like to add or any comments that you
might be interested to make?
Many thanks for the time that you kindly spent to fill out this questionnaire.
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Teachers’ Questionnaire
Please kindly consider each question carefully.
Your answers are very important to us!
Please feel free to use either Persian or English to fill out the questionnaire.
Part 1: Your Understanding of the Programme
ﯽﺷزﻮﻣآ ﮫﻣﺎﻧﺮﺑ زا ﺎﻤﺷ ﯽﺑﺎﯾزرا :لوا ﺖﻤﺴﻗ
1. What do you think are the main goals of English language programme at
secondary schools in Iran?
 ﺖﺴﯿﭼ ﮫﻄﺳﻮﺘﻣ ﻊﻄﻘﻣ رد ﯽﺴﯿﻠﮕﻧا نﺎﺑز ﯽﺷزﻮﻣآ ﮫﻣﺎﻧﺮﺑ ﯽﻠﺻا فاﺪھا ﺎﻤﺷ ﺮﻈﻧ ﮫﺑ؟
2. What are students supposed to attain by the end of the programme?
؟ﺪﻧروﺎﯿﺑ ﺖﺳﺪﺑ ﮫﻄﺳﻮﺘﻣ هرود مﺎﻤﺗا زا ﺲﭘ ﺪﯾﺎﺑ نازﻮﻣآ ﺶﻧاد ﯽﯾﺎھدروﺎﺘﺳد ﮫﭼ
3. Are these goals realistic?(Please explain why)
 ﮫﺑ ﺎﯾ ﺖﺳا ﺮﯾﺬﭘ نﺎﮑﻣا ﯽﻧﺎﺘﺳﺮﯿﺑد نازﻮﻣآ ﺶﻧاد ﻂﺳﻮﺗ ﺪﺣ ﮫﭼ ﺎﺗ ﮫﻣﺎﻧﺮﺑ ﻦﯾا فاﺪھا ﻖﻘﺤﺗ ﺎﻤﺷ ﺮﻈﻧ ﮫﺑ
ﭼ ﺎﺗ فاﺪھا ﻦﯾا ﺮﮕﯾد ترﺎﺒﻋ؟ ﺪﻨﺷﺎﺑ ﯽﻣ اﺮﮔ ﻊﻗاو ﺪﺣ ﮫ
4. Are these goals as same as those that are introduced in the textbooks?
 ؟ﺪﺷﺎﺒﯿﻣ ﯽﺳرد ﺐﺘﮐ رد هﺪﺷ ﻦﯿﯿﺒﺗ فاﺪھا ﺮﺑ ﻖﺒﻄﻨﻣ ﮫﻣﺎﻧﺮﺑ ﻦﯾا فاﺪھا ﺎﯾآ
5. To what extent does the curriculum document include all four language
skills (Speaking, Listening, Reading and writing)?
 ﯽﺷزﻮﻣآ ترﺎﮭﻣ رﺎﮭﭼ ﯽﻣﺎﻤﺗ ﮫﻣﺎﻧﺮﺑ ﻦﯾا ﺪﺣ ﮫﭼﺎﺗ) رﺎﺘﻔﮔ–  راﺪﯿﻨﺷ– ﻦﺘﺷﻮﻧ و نﺪﻧاﻮﺧ ( هﺪﻧﺎﺠﻨﮔ دﻮﺧرد ار
؟ﺖﺳا
Completely To a great extent To some extent Hardly at all Not at all
1 2 3 4 5
6. Are the language skills being emphasised equally? YesNo
؟ﺪﻧا هﺪﺷ ﺪﯿﮐﺎﺗ و ﯽﻓﺮﻌﻣ ﺮﺑاﺮﺑ ترﻮﺻ ﮫﺑ ﯽﺷزﻮﻣآ یﺎﮭﺗرﺎﮭﻣ ﺎﯾآ
Appendices Page | 338
7. If your answer to the previous question was No, please explain which
one(s) is/are being more emphasised?
 ﺮﮔاﭘ و ﺮﺘﺸﯿﺑ ﺎﻧﺎﯿﺣا دراﻮﻣ ﺎﯾ درﻮﻣ ماﺪﮐ ﮫﮐ ﺪﯿﯾﺎﻣﺮﻓ ﺢﯿﺿﻮﺗ ﺎﻔﻄﻟ دﻮﺑ ﯽﻔﻨﻣﻻﺎﺑ لاﻮﺳ ﮫﺑ ﺎﻤﺷ ﺦﺳا
ﮫﺘﻓﺮﮔ راﺮﻗ ﺪﯿﮐﺎﺗ درﻮﻣ ﺮﺘﻤﮐ ﺎﯾ.
8. Do you like the equality of the emphasis on the skills in the document?
ﯽﻣ ار ﺎھ ترﺎﮭﻣ درﻮﻣ رد دﻮﺟﻮﻣ ﯽﺳرﺮﺑ و ﯽﻓﺮﻌﻣ ﮫﻧﻮﮕﻨﯾا ﺎﻤﺷ ﺎﯾآ ؟ﺪﯾﺪﻨﺴﭘ
Yes No
9. Please explain if any changes need to be made.
ﺪﯿﯾﺎﻣﺮﻓ ﺢﯿﺿﻮﺗ ﺎﻔﻄﻟ دﺮﯿﮔ ترﻮﺻ ﺪﯾﺎﺑ یﺮﯿﯿﻐﺗ ﮫﭽﻧﺎﻨﭼ ﺮﮔا.
10. Do you think by applying the current curriculum, students could perform
the following activities after finishing their studies: (Please explain your
answers for each section)
a. Taking a taxi in English speaking countries and informing a driver
about their destination! Yes No Comments_________
b. Doing a simple greeting! Yes No Comments_________
c. Reserving a room in a hotel in English speaking countries!
Yes No Comments_________
d. Having a discussion about a favourite topic with an English native
speaker and defending what they believe in!
Yes No Comments_________
e. Comprehending a radio programme broadcast in English
language (i.e. BBC, CNN)! Yes No Comments________
f. Reading and comprehending an English newspaper, magazine or
brochure (i.e. The Times, The Independent)!YesNo
Comments_________
g. Writing a report of a trip or an invitation letter to a friend who
lives outside of Iran! YesNo Comments_________
 زا ﺲﭘ ار ﺮﯾز یﺎﮭﺘﯿﻟﺎﻌﻓ ﺪﻨﻧاﻮﺘﯿﻣ نازﻮﻣآ ﺶﻧاد ﯽﻠﻌﻓ ﯽﺷزﻮﻣآ ﮫﻣﺎﻧﺮﺑ ندﺮﺑ رﺎﮑﺑ ﺎﺑ ﺎﻤﺷ ﺮﻈﻧ ﮫﺑ
ﺪﻨھد مﺎﺠﻧا نﺎﺘﺳﺮﯿﺑد هرود مﺎﻤﺗا ).ﺪﯿھد ﺢﯿﺿﻮﺗ ار ﺖﻤﺴﻗ ﺮھ رد دﻮﺧ ﺦﺳﺎﭘ ﺎﻔﻄﻟ(.
هﺪﻨﻧار ﮫﺑ ﺪﺼﻘﻣ سردآ نداد و نﺎﺑز ﯽﺴﯿﻠﮕﻧا رﻮﺸﮐ ﮏﯾ رد ﯽﺴﮐﺎﺗ ﻦﺘﻓﺮﮔ .
 تﺎﺤﯿﺿﻮﺗ          ﺮﯿﺧ_________  ﯽﻠﺑ
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.اﻧﺠﺎم ﯾﮏ ﻣﮑﺎﻟﻤﮫ ﺳﺎده
ﺑﻠﯽ  _________ﺧﯿﺮ          ﺗﻮﺿﯿﺤﺎت 
 زﺑﺎن رزرو اﺗﺎق در ھﺘﻞ در ﯾﮏ ﮐﺸﻮر اﻧﮕﻠﯿﺴﯽ
ﺑﻠﯽ  _________ﺧﯿﺮ          ﺗﻮﺿﯿﺤﺎت 
اﻧﺠﺎم ﯾﮏ ﺑﺤﺚ ﭘﯿﺮاﻣﻮن ﻣﻮﺿﻮع ﻣﻮرد ﻋﻼﻗﮫ ﺑﺎ ﯾﮏ اﻧﮕﻠﯿﺴﯽ زﺑﺎن و دﻓﺎع از آﻧﭽﮫ ﮐﮫ ﺑﮫ آن 
.ﻣﻌﺘﻘﺪﻧﺪ و ﻣﻮاﺿﻊ ﺧﻮد
ﺑﻠﯽ  _________ﺧﯿﺮ          ﺗﻮﺿﯿﺤﺎت 
(ﻣﺜﻼ ﺑﯽ ﺑﯽ ﺳﯽ و ﯾﺎ ﺳﯽ ان ان)درک ﺑﺮﻧﺎﻣﮫ ای رادﯾﻮﯾﯽ ﺑﮫ زﺑﺎن اﻧﮕﻠﯿﺴﯽ 
ﺑﻠﯽ  _________ﺧﯿﺮ          ﺗﻮﺿﯿﺤﺎت 
ﻣﺜﻼ ﺗﺎﯾﻤﺰ و ﯾﺎ ) ﺧﻮاﻧﺪن و ﻓﮭﻤﯿﺪن ﯾﮏ روزﻧﺎﻣﮫ و ﯾﺎ ﻣﺠﻠﮫ و ﯾﺎ ﺑﺮوﺷﻮر ﺑﮫ زﺑﺎن اﻧﮕﻠﯿﺴﯽ
(اﯾﻨﺪﯾﭙﻨﺪﻧﺖ
ﺑﻠﯽ  _________ﺗﻮﺿﯿﺤﺎت    ﺧﯿﺮ       
ﻧﻮﺷﺘﻦ ﮔﺰارش در ﻣﻮرد ﯾﮏ ﺳﻔﺮ و ﯾﺎ دﻋﻮت ﻧﺎﻣﮫ ای ﺑﮫ ﯾﮏ دوﺳﺖ ﮐﮫ درﺧﺎرج از اﯾﺮان زﻧﺪﮔﯽ 
.ﻣﯿﮑﻨﺪ
ﺑﻠﯽ  _________ﺧﯿﺮ          ﺗﻮﺿﯿﺤﺎت 
rof tnatropmi seirtnuoc gnikaeps hsilgnE fo erutluc si tnetxe tahw oT .11
     ﻓﺮھﻨﮓ ﮐﺸﻮرھﺎی اﻧﮕﻠﯿﺴﯽ زﺑﺎن در ﯾﺎدﮔﯿﺮی زﺑﺎن ﻣﮭﻢ ﻣﯿﺒﺎﺷﺪ؟ ﺗﺎ ﭼﮫ ﺣﺪ ?hsilgnE gninrael
lla ta toN yrev toN ton nac I yreV ylemertxE
tnatropmI tnatropmI egduj tnatropmI tnatropmI
5 4 3 2 1
eht ni dedulcni seirtnuoc gnikaeps hsilgnE fo erutluc si tnetxe tahw oT .21
ﺮﻧﺎﻣﮫ ﮔﻨﺠﺎﻧﺪه ﺷﺪه اﺳﺖ؟        ر ﺑﺗﺎ ﭼﮫ ﺣﺪ ﻓﺮھﻨﮓ ﮐﺸﻮرھﺎی اﻧﮕﻠﯿﺴﯽ زﺑﺎن د  ?emmargorp
lla ta toN lla ta yldraH tnetxe emos oT tnetxe taerg a oT yletelpmoC
5 4 3 2 1
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13. How useful are the chosen topics in the programme?
؟ﺪﻨﺷﺎﺒﯿﻣ ﺐﺴﻧﺎﺘﻣ و ﺪﯿﻔﻣ ﮫﻣﺎﻧﺮﺑ رد هﺪﺷ بﺎﺨﺘﻧا ﯽﺳرد تﺎﻋﻮﺿﻮﻣ ناﺰﯿﻣ ﮫﭼ ﺎﺗ ﺎﻤﺷ ﺮﻄﻧ ﮫﺑ
Extremely Very I do not Less Useful Not useful
Useful Useful know at all
1 2 3 4 5
14. Which accent has been stressed in the programme?
؟ﺖﺳا ﮫﺠﮭﻟ ماﺪﮐ ﺮﺑ ﺪﯿﮐﺎﺗ ﯽﻠﻌﻓ ﮫﻣﺎﻧﺮﺑ رد
British American Other _______________
15. Which accent do you stress in your teaching?
 ؟ﺪﯿﻨﮐ ﯽﻣ هدﺎﻔﺘﺳا دﻮﺧ ﺲﯾرﺪﺗ رد یا ﮫﺠﮭﻟ ﮫﭼ زا ﺎﻤﺷ
British American Other _______________
16. In the current programme, is the focus mainly on message and meaning or
it is on the form and structure? (Please explain)
؟ﺮﻣاﺮﮔ و یرﻮﺘﺳد ﺪﻋاﻮﻗ یور ﺎﯾ و ﺪﺷﺎﺑ ﯽﻣ مﻮﮭﻔﻣ و ﯽﻨﻌﻣ یور ﺮﺘﺸﯿﺑ ﮫﺟﻮﺗ دﻮﺟﻮﻣ ﮫﻣﺎﻧﺮﺑ رد) ﺎﻔﻄﻟ
ﺪﯿھد ﺢﯿﺿﻮﺗ(
MEANING and MESSAGE  ﻣ            مﻮﮭﻔﻣ و ﯽﻨﻌ
Extremely Very I do not know of Little Not at all
Important Important Importance Important
1 2 3 4 5
FORM and STRUCTURE        ﺪﻋاﻮﻗ و رﻮﺘﺳد
Extremely Very I do not know of Little Not at all
Important Important Importance Important
1 2 3 4 5
17. Is student’s motivation important in the current programme?
ﮐﺬﻣ ﮫﻣﺎﻧﺮﺑ رد؟ﮫﻧﻮﮕﭼ؟دراد ﺖﯿﻤھا نازﻮﻣآ ﺶﻧاد ﻖﯾﻮﺸﺗ ﺎﯾآ رﻮ
Extremely Very I can not of Little Not at all
Important Important judge Importance Important
1 2 3 4 5
18. To what extent do you consider the current programme student centred?
؟ﺖﺳا زﻮﻣآ ﺶﻧاد  هﺪﮭﻋ ﺮﺑ ﺮﺘﺸﯿﺑ ﺎﮭﺘﯿﻟﺎﻌﻓ و ﮫﺟﻮﺗ ﺪﺣ ﮫﭼ ﺎﺗ  ﯽﻠﻌﻓ ﮫﻣﺎﻧﺮﺑ رد ﺎﻤﺷ ﺮﻈﻧ ﮫﺑ
Completely To a great extent To some extent Hardly at all Not at all
1 2 3 4 5
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sepat .e.i( slairetam yratnemelppus gnisu esisahpme emmargorp eht seoD .91
oNseY ?)noitacudE fo yrtsiniM eht yb deraperp era taht
_________stnemmoC
دﻓﺘﺮ ﮐﺘﺐ ﻣﺎﻧﻨﺪ ﻧﻮارھﺎی ﻃﺮاﺣﯽ ﺷﺪه ﺗﻮﺳﻂ )آﯾﺎ ﺑﺮﻧﺎﻣﮫ آﻣﻮزﺷﯽ روی اﺳﺘﻔﺎده از ﻣﻮاد ﮐﻤﮏ آﻣﻮزﺷﯽ 
ﺗﺎﮐﯿﺪ دارد؟( درﺳﯽ و ﺑﺮﻧﺎﻣﮫ رﯾﺰی آﻣﻮزﺷﯽ
ﺑﻠﯽ  _________ﺧﯿﺮ          ﺗﻮﺿﯿﺤﺎت 
repapswen hsitirB a .e.i( citnehtua gnisu esisahpme emmargorp eht seoD .02
?slairetam )eivom a ro unem tnaruatser a ro
ﻣﺎﻧﻨﺪ روزﻧﺎﻣﮫ ھﺎی اﻧﮕﻠﯿﺴﯽ و ﯾﺎ ﻣﻨﻮی ﻏﺬا )آﯾﺎ ﺑﺮﻧﺎﻣﮫ آﻣﻮزﺷﯽ روی اﺳﺘﻔﺎده از ﻣﻄﺎﻟﺐ روزﻣﺮه و واﻗﻌﯽ 
ﺗﺎﮐﯿﺪ دارد؟( در ﯾﮏ رﺳﺘﻮران اﻧﮕﻠﯿﺴﯽ و ﯾﺎ ﻓﯿﻠﻢ ﺳﯿﻨﻤﺎﯾﯽ ﺑﮫ زﺑﺎن اﻧﮕﻠﯿﺴﯽ
ﺑﻠﯽ  _________ﺧﯿﺮ          ﺗﻮﺿﯿﺤﺎت 
?slairetam citnehtua dna yratnemelppus ot ssecca evah uoy oD .12
آﯾﺎ ﺷﻤﺎ ﺑﮫ ﻣﻮاد ﮐﻤﮏ آﻣﻮزﺷﯽ و ﻣﻄﺎﻟﺐ روزﻣﺮه و واﻗﻌﯽ دﺳﺘﺮﺳﯽ دارﯾﺪ؟
ﺑﻠﯽ  _________ﺧﯿﺮ          ﺗﻮﺿﯿﺤﺎت 
)nialpxe esaelP( ?slairetam citnehtua dna yratnemelppus esu uoy oD .22
( ﻟﻄﻔﺎ ﺗﻮﺿﯿﺢ دھﯿﺪ)واﻗﻌﯽ اﺳﺘﻔﺎده ﻣﯿﮑﻨﯿﺪ؟ آﯾﺎ ﺷﻤﺎ از ﻣﻮاد ﮐﻤﮏ آﻣﻮزﺷﯽ و ﻣﻄﺎﻟﺐ روزﻣﺮه و 
ﺑﻠﯽ  _________ﺧﯿﺮ          ﺗﻮﺿﯿﺤﺎت 
?yduts yeht emmargorp eht ekil stneduts oD .32
آﯾﺎ داﻧﺶ آﻣﻮزان ﺑﮫ ﺑﺮﻧﺎﻣﮫ آﻣﻮزﺷﯽ ﻓﻌﻠﯽ ﻋﻼﻓﮫ دارﻧﺪ؟
lla ta toN hcum toN egduj ton nac I yltsoM hcuM yreV
5 4 3 2 1
?emmargorp eht ni denoitnem era taht snoitcurtsni eht wollof uoy oD .42
ﻃﺮاﺣﯽ ﺷﺪه ﻓﻌﻠﯽ ﻋﻤﻞ ﻣﯽ ﮐﻨﯿﺪ؟ آﯾﺎ ﺷﻤﺎ ﻃﺒﻖ ﺑﺮﻧﺎﻣﮫ رﯾﺰی ھﺎ و دﺳﺘﻮراﻟﻌﻤﻞ ھﺎی ﺑﺮﻧﺎﻣﮫ
ﺑﻠﯽ  _________ﺧﯿﺮ          ﺗﻮﺿﯿﺤﺎت 
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25. To what extent do you apply the strategies in the programme in your
teaching? (Please explain)
؟ﺪﯿﻨﮐ ﯽﻣ لﺎﻤﻋا دﻮﺧ ﺲﯾرﺪﺗ شور رد ار ﺎھ ﻞﻤﻌﻟارﻮﺘﺳد ﻦﯾا ﺪﺣ ﮫﭼ ﺎﺗ
26. How could this programme be improved?
؟دﻮﻤﻧ ﺮﺘﮭﺑ و ﺪﯿﺸﺨﺑ ﮫﻌﺳﻮﺗ ار ﯽﻠﻌﻓ ﯽﺷزﻮﻣآ ﮫﻣﺎﻧﺮﺑ ناﻮﺘﯿﻣ ﮫﻧﻮﮕﭼ ﺎﻤﺷ ﺮﻈﻧ ﮫﺑ
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Part 2                                                                                         مود ﺖﻤﺴﻗ
1. How important is it for an English language teacher to speak English in
the class?  ﺪﺣ ﮫﭼ ﺎﺗ سﻼﮐ ﺮﺳ ﯽﺴﯿﮕﻧا نﺎﺑز ﮫﺑ ﻢﻠﻌﻣ ندﺮﮐ ﺖﺒﺤﺻ ﺎﻤﺷ ﺮﻈﻧ ﮫﺑ
؟دراد ﺖﯿﻤھا
Extremely Very I do not know Not very Not at all
Important Important Important Important
1 2 3 4 5
2. How much do you speak English in a class?
ﺤﺻ ﯽﺴﯿﻠﮕﻧا نﺎﺑز ﮫﺑ سﻼﮐ رد ﺎﻤﺷ ناﺰﯿﻣ ﮫﭼ ؟ﺪﯿﻨﮑﯿﻣ ﺖﺒ
Always Mostly at some point a Little Not at all
1 2 3 4 5
3. How do you rate your level of English speaking?
ﻄﺳ؟ﺪﯿﻨﮐ ﯽﻣ ﯽﺑﺎﯾزرا ﮫﻧﻮﮕﭼ ار ﯽﺴﯿﻠﮕﻧا نﺎﺑز رد دﻮﺧ ﮫﻤﻟﺎﮑﻣ ﺢ
Excellent Very Good I can not judge Not Good Weak
1 2 3 4 5
4. Do you have any particular guidelines or instructional materials apart
from the textbooks and curriculum that would tell you how to teach?
د ﺐﺘﮐ و ﯽﺴﯿﻠﮕﻧا نﺎﺑز سرد ﺲﯾرﺪﺗ ﯽﮕﻧﻮﮕﭼ ﺖﮭﺟ ﯽﯾﺎھ ﻞﻤﻌﻟارﻮﺘﺳد ﮫﺑ ﺎﻤﺷ ﺎﯾآ رﺎﯿﺘﺧارد ﯽﺳر
؟ﺪﯾراد
 تﺎﺤﯿﺿﻮﺗ          ﺮﯿﺧ_________  ﯽﻠﺑ
5. If your answer to the previous question was Yes, then how have these
materials been provided for you?
؟ﺖﺳا ﮫﺘﻓﺮﮔ راﺮﻗ ﺎﻤﺷ رﺎﯿﺘﺧا رد ﮫﻧﻮﮕﭼ ﺐﻟﺎﻄﻣ ﻦﯾا ﮫﮐ ﺪﯿﻨﮐ نﺎﯿﺑ ﺎﻔﻄﻟ ﺖﺳا ﺖﺒﺜﻣ ﺎﻤﺷ ﺦﺳﺎﭘ ﺮﮔا
6. As a language teachers what aims are you trying to achieve by the end of
year?
؟ﺪﯿﺳﺮﺑ لﺎﺳ نﺎﯾﺎﭘ ﺎﺗ ﺪﯿﻨﮑﯿﻣ ﯽﻌﺳ ﯽﻓاﺪھا ﮫﭼ ﮫﺑ نﺎﺑز ﻢﻠﻌﻣ ناﻮﻨﻋ ﮫﺑ
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7. How often do you use activities like role-playing, group working and game
in the class?
ﯾﺎﮭﺘﯿﻟﺎﻌﻓ زا ناﺰﯿﻣ ﮫﭼ یزﺎﺑ ﺶﻘﻧ ﻞﯿﺒﻗ زا ﯽ–  ﯽﻣ هدﺎﻔﺘﺳا سﻼﮐ ﺮﺳ یزﺎﺑ و ﯽھوﺮﮔ یﺎھرﺎﮐ
؟ﺪﯿﻨﮐ
Very often Quite often Sometimes Not very often Not at all
1 2 3 4 5
8. How do you test students’ knowledge of English?
؟ﺪﯿﻨﮐ ﯽﻣ ﺖﺴﺗ ار ﺎﮭﻧآ ﮫﻧﻮﮕﭼ و ﺪﯾﺮﯿﮔ ﯽﻣ نﺎﺤﺘﻣا نازﻮﻣآ ﺶﻧاد زا ﮫﻧﻮﮕﭼ
9. Is there anything else that you would like to add or any comments that you
might be interested to make?
ﻮﻣ ﺎﯾآ یﺮﮕﯾد دﺎﮭﻨﺸﯿﭘ ﺎﯾ ﺮﻈﻧ ﺎﯾ و ﺪﯿﺷﺎﺑ ندﺮﮐ حﺮﻄﻣ ﮫﺑ ﺪﻨﻤﻗﻼﻋ ﺎﻤﺷ ﮫﮐ ﺪﺷﺎﺒﯿﻣ یﺮﮕﯾد درا
؟ﺪﯾراد
Many thanks for the time that you kindly spent to fill out this questionnaire.
ﻢﯾﺮﮑﺸﺘﻣ ﮫﻧﺎﻤﯿﻤﺻ ﺪﯾداد صﺎﺼﺘﺧا ﮫﻣﺎﻨﺸﺳﺮﭘ ﻦﯾا ﻞﯿﻤﮑﺗ ﺖﮭﺟ ﮫﮐ ﯽﺘﻗو زا.
